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. " Theoretical Background

The present project is an exploratory study, which attempts ‘to coigine

ethnography and conversational analysis in order to seek systematic ways of
" explaining how classroom learning environments ‘can contribute to the failure
. of modern school systems to gerve the ethnically and occupationally different
populations of large urban centers. Anthropological resaarch builds on the
premise that human action is governed in large part by taken for—granted assump-
tions, aswthey effect the educational process, to isolate issues for further
analysis in the classroom and to explore systematically some.of the influences
that link the home experiences with those of the school. It.is expected that,
in the future, such diagnostic episodes as we select could form the basis for
teacher training activities. o

In formulating the problems to be investigated, we build on recent ethno-
graphic studies dealing with such issues as (a) the function of school in
American society (Ogbu, 1978; Leacock, 1969; Rist, 1970), (b) the social struc- .
ture of classrooms (Jackson, 1968; Henry, 1963; Dreeben, 1968; Silberman, 1970),
(¢) the interactional processes in the classroom (Philips, 1972; McDermott, 1977,
" Florio, 1978; Meham, 1979).  ° |
The major‘criticismg leveled at the traditional methods of ethnography

in educational research have been the nagging problems of validity and gener-

alizabizlty By its very nature, classroom ethnpgraphy is a'time consuming

enterprise, often requiring a full time researcher in each classroom. This

kind of work then does not lend itself to random sampling procedures or large

enough sample'sizes to allow for standard statistical treatment. Problems with

validity arise because, in many cases, the ethnographer relies golely on his

own field notes and interview protocols in writing up his teport» Withous. any

records of actual behavior (from:tape recordings or videotapes) to support the

analysis, the reader has no means for assessiné alternative interpretations of

the data. Another complaint is that the ethnograp er often makes no mention of

the criteria used in selecting so-called exemplary or representative anecdotes,

or fails to make explicit the criteria for determining what counts as representa-

tive.. A , : . ' AN
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However, . although the questions asked, methods, and areas of concentration
vary, the early ethnographic work in the classrooms has identified a number of
i{ssues that are widely agreed upon. The evidence is overwhelming that the earlier-
notions of cultural or linguistic deprivation or difference cannot account for

g minority school failure. Rather,_ this work has clearly demonstrated chat the.
l ‘problems in urban education must be viewed as a function of societal processes.
Among the processes that have been shown to be re1ated to school failure are
the follcuing: 4
1) The role models society provides and differential access to oppor- .
tunity with respect to jobs, housing, and political power results
. in lowered motivation to learn on the part of ndnoritv students
(Ogbu, 1974) ’ '
2) Learming environments in urban c1assrooms differ radﬂpally from their
suburban counterparts. This seems to be partly a matter of social
factors such as c1ass'size and differential treatment in the more
successful suburban and less successful urban classroom (Rist, 1978;
Leacock, 1969). o
3) Of the various treatment factors identified, an especially important
one seems to be teacher expectation (the Pygmalion effett) and its
pejorative consequences - for those cases where there is a discrepancy
between the child's actual ability and teacher expectation (Rist, 1970;
‘Brophy and Good, 1970).

4) Another factor, emphasized by Henry (1963), Philips (1972), Cole and

‘ Scribner (1973), and others is the -problem of formal versus informal
learning. Schools tend to.emphasize formal learning, but this work

- has shown that a great deal of learning is accomplished through the

formal processes which act as the indirect socialization of the child,
as a result of the informal grouping that the child enters into in
.the classroom. Formal and informal learning strategies may sometimes
conflict. ' o -'u. ‘

5) Finally, there is the question of social class variation and -language,

as discussed by linguists such as Labov (1970) &nd Cazden (1971)

While correlations between social c1ass and language do” exist, and
while there is some evidence that. this does telate to school failure,
exactly what the relationship is remains to be spelled out. No system—
atic attempt has been made to explain the processes that give rise

to such corrélations.



Building upon the bssis of the researches made in the'ethnographic tradition

we can identify the problem of classroom environments and differentiated learn—
ing as more complex than a matter of different material ‘classroor resources -
or the social grouping of teacher and Student. What is ceritral to. the problem
is what is communicated in school both as the content and the structure of the
learning events and environments. A primary purpose of our study is to show
(a) how this process is affected by differences smong children and teachers
social backgrounds which are demonstrated in diffevent communicative strategies
(b) how these differences affect the evaluation of performance and education
progress, and indirectly for our projecgudoes not directly address this issue
‘(¢) how these differences cap serve either to reinforce or change preexisting
differences in motivation to learn.

Although communication is crucial to learning, the processes of inference
which determine results and the perception of communication cues on which they
are based are for the most part subconscious and not subject to direct verbal-~
ization- They must be studied through indirect meaus. Our method can best be
ca11ed the "typical case method". It concentrates on the isolation of key
episodes ‘which (like Erickson's gate keeping encounters, 1976) are revealing of
the issues we are concerned with,

/ Our research procedures can be divided into. the folloving operational
stages:

1) gathering ethnographic information on the school setting, the class- -

room interaction, on students' cultural and family background and

- peer networks ‘ "

2) selection of key episodes

3) conversational analysis of episodes .

4) search for further comparative ethnographic data and conversational

datz to test the assumptione about intent and firdings of communicative
stategins at work, from the selection and analysis of key episodes.

I1 Research Procedures -

1. Ethnographic Data:

‘a. Selection of fieldwork site . .

Our ethnographic procedure began with the location of a research site; two
classrooms which would be most revealing of'the type of phenomena we are inter-
ested in. The ethnic distribution in the Berkeley unified School District is

regulated by district policy, so that the problem of finding -classrooms with

the preper ethnic balance was not an issue.

S
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The communicative phenomena we are inveétigating are recurrent and parttof
the everyday teaching situation. Our analysis focuses on the indepth scuuy of .
these phenomena over time rather than on distribution counts. The success of
our project depends crucially,on the- willingness of teacher, parents "and children
to cooperate and comment on ongoing_findings sndxhypotheses. Our main- criteria,

then, in selecting a classroom'was to find a normal classroom with an experienced

,teacher who was Interested in and willing to permit a researcher to become a

part of her classroom for an entire year. In return, our .two researchers. under-

direction of the teacher as other teaching aides do. The researchers’ work began

efore school opened and field notes-were kept of all the,preparations

b. Obsérving the organization of the school day

The first few days at the start of school involved becoming acquainted with
the daily routine of the classroom, getting to know the children's names, ob-
serving when and where various types of activity consistently occured and noting
preex*sting oy developing play and friendship groups both within class and during
recess. Field notes, a running account of classroom events, snatches of talk,
and the teacher's comment on events,; were made on site and filled out the same
dzy after school. - . B 'I ‘ |

We began our actual observation on the first day. of school, focusing pri—
marily on the teacher and instructional aide, in their classroom organization

and structuring of the day. Verbatim speech was recorded, 2specially teacher-

centered talk: inst troductions of activities, questions to the

group'or individual udents, reprimands. We made particular note of any seem-
ingly problematic moments ("uncomfortable moments"), where children appeared not
to understaud what was gning on or what they should have been doing (that is,
zonfusion about uhat activity comes next), or nec getting the-point of a particu-
lar line of questioning, and also noted any strategies used"by the children
that were clearly worked out, guch as to get the floor, or to get the right
answer to a question, or to show ofif. ) '
Participant observation sliowed that the school day could be mapped out into
relatively discrete segments. After the first two or three weeks of observation
musch of what happens in school becomes predictable, the daily routine. of the
classro.m 15 a stable pattern of activities and interactions which is perceived

as being stable by the children and teacher as well. So that after several

‘weeks of detailed general observation, we turned our attention to selecting,

d

-,

_ took to participate fully in classroom life as teaching aides, working under the



from the mass of details, the common core of activities that happened everyday
in a relatively consistent pattern. Some of' these activities were formulaically\
opened or closed by the teacher and so formed "bounded" entities Among these
o ‘were activities Jhamed by the teacher as well as non-named activities.:
. B £ became possible to come. up with a- formulation of "A Typical Day",p
a ‘schedule of predictable activities and group structures with their locations
throughout the room, and‘the times spent atuvarious activities.

4

2. Selection of Key Episodes S . . ’ -

Our knowledge of how the day is divided by teachers and students; how the
various episodes within the day are structured and what is expected to be achieued
at any one time forms th. background for the ctonversational analysis. The actual
conversational, analysis is‘based on tape .recordings and videotapes which are -
illustrative of some of the problems raised. In other words, in the course of
their work in the classroom, the rcaearbhers were on the lookout for particular
kinds of incidents reflecting or illustrating issues which involved processes.
that could be related to the earlier ethnographers’ findings. The following is
'a.list of‘some of these issues: )

1. Differential treatment of children and its causes. A number of

" incidents illustrating this were found by comparing teacher's
reactions to children's performance in such instances as sharing
time, and in reading groups (See Colline and Michaels and Cook-Gumperz
Appendix two).

2. Teacher expectation and its relationship to children s performanée. .
Initial evidence on teacher expectation was obtained through analysis’
of ability groupings'and through recording of the teacher's judgements
that went into the formation of these groupings Indirect evidence of
teacher's evaluation can be gotten from teacher s informal judgements
in a variety of settings. Similarly, a true ; asure of the range of
children's ability can be ascertained by comparing children's verbal
performances in classroom elicitation situations with performances in
,peer-group settings and other experimental settings.

3. Incidents of miscommunication. We are particularly interested in, such
things as teacher's directives or teacher's miscommunication in the course
of teaching a task

4. Children's attention getting strategies. that is, “the ways that children'
attempt "to get access to learning opportunities or: access to individual

attention from the teacher.

-~y
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5. Evidence of peer-group networks and behavior'and'its effects on c1a597
room interaction. For example, white children seemed to ‘be: moved by
threats of grades, while ‘black children didn't seem to care, because 1;

- .their attitude is supported by peer group approval.

A T , , o '
. ' . . . . .o ‘h
3.>~Conversational Analxsis\é . v _ _
Microethnographic studies have shed some light on the nature of classroom

processes by demonstrating t whatever happens in the c1ass is a ma*ter of
communication at both the verbal and nonverbal level. wOrking in this tradition,
Erickson and his students, Florio (1978), Bremme. (1977) McDermott (1978), and
others, have done ‘detailed analysis of everyday c1assroom interaction, in an -
attempt to uncover the unspoken classrdom rules, norms of behavior and rights
and obligatiOns of. participants. This work has shown that it cannot be assumed, ‘
as the earlier small group analysts had assumed, ‘that the classroom constitutés
an undifferentiated structure where teacher and child’ interact as individuals.
~ Interaction processes are at work within each setting that lead to subgroup
formation and determine the contexts which guide and channel behaviof”and
limit access to- learning opportunity. ‘ {
The value of this approach is that it provides replicable ways of discover-:

ing types of behavior that are not orﬂinsrily commented on but which nevertheless

E
guide interaction; and reveal the unstated conventions that may influence teacher’

evaluations of student performance. .

As ve have suggested in.the previous section, children must learn what the
structures of daily activities are, they must know how transitions between
structures are‘signalled what behavioral strategies are required to"gain the
teacher's attention or to secure c00peration of the peer group. .Knowledge of
strategies appropriate to these structures is a precondition for obtaining
access to learmning.

From this kind of micro—ethnographic work we know that children, teachers,
and outside observers may.reach different understandings depending on their ‘
social experience and their knowledge of the signals that participants use in
interacting with one another. It is for these reasons that we need to know ‘
more about the process by which specific gocial meanings and conventions are ‘
created through conversational exchanges ‘and to explore more fully the uses of
1anguage in the classroom. Micro-ethnographic studies of non-verbal behaviors .
are highly successful in revealing previously unnoticed feétures and unspoken
norms of subgroup formation and social presuppositions which affect clas$room



learning. The impg;tance of nuch non-verbal work is that it offers possibilites
for the measurement of what Goffman (1971) calls conversational involvement. It .
enahles us potentially to tell without knowing the content, whether two speakers
are communicating. The 'goal of the work reported.here, is to study-claésroom
communication at the verbal level, in ways similar to those studied. at the non- -

" verbal in order to determine the semantic ﬂ!hcess by which participants evaluate -

.the success of any speech encounter; in ~his way we develop knowledge of the

Apecificgpatterns and conventions of’verbal usage. .

<

Qur approach to classroom interaction 'is perhaps more revealing of the

relationship between macro and micro processes. We take a strategic approach-

that is, the analysis of participants' strategiés and the ocutcome of interactions-
to show how classroom processes affect teacher evaluations as . well as children's
performance in class and their perception of what takes place.

The theory of communication on which our work is based is outlined in -
“Cumperz, 1979. -To summarize briéfly, our analysis concentrates-on:the processes
of conversational inference,?that-is, the situated process by vﬁich participants
in a conversation assess the-intents of othervparticipants and on‘which they.base
their responses. In-other words, what we are concerned with is how people deter-
_mine what is intendéd at any particular time. We assumebthat in making-this..

. determ&nation people-rely!on factors such as their socio-cultural backérOUnd»
their understanding of what the ongoing activity is and what goal is to be .
accomplished as part of the activity, as well-as their knowledge of grammer -

and lexicon.

One important assumption we make, based on our own previous work on language
acquisition’ and interethnic communication, is- ‘that judgements of intent differ.
That is, children and adults, or individuals of different etimic backgrounds may

- interpret the same message différently as a function of differences in background :
‘or differences in developmental stage. '

While our analysis depends on our understanding of classroom rules and

ethnographic knowledge of social background,. the detailed analysis of these

processes relies on conversational processes. Thdt is, we utilize the ethno-

graphic findings in conversational analysis to “show how grammatical knowledgg of
linguistic conventions combine with background knowledge and-the understanding

of goals in the interpretivegprocess.

-

4, Comparative Studies Supplementary to Ethnographic pata . .

The final aspect of our classroom research is concerned with combining our
s , , g ~ :
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ethnagraphic data with fmore formal performance measures, in order to'eXplore'

the way in which: the classroom processes work to produce the measured performance.

-

The substantive focus of this work i on the influence of children's languagc T

on their acquisition ‘of literacy skllls. More specif1cally,.we want to examlne

the effects of the discrepancy between children’s essentially oral language o
background and the démands of the written culturé of school.
Oar main conqern is with learning to read in school and with the evaluation

LY

of reading performances. Both learning to read and the reading task require the

ahility to receive and produce decontextualized language (Simons and Murphy,

Simons and Gumperz); that iS»the acquisition and practice of metalinguistic

skills. To do this children must have access to the linguistic knowledge(withbwhich.
they are able to segment this speech sigmal alone. Eréarning to compfehend texts
requires readers to understand the frame. of reference.ofathe text as opposed to the:
immediate context (Cook-Gumperz and Gumperz, 1977); and to depend more heaV1ly on
syntax and semantics to segmant sentences _and develop meanings rather than G‘on the
prosoaic devices of oral speech. Furthermore, children must use language for school
interaccluhs‘iu a4 way iiat is-biased toward a literate model by such teacher in-
junctions as "speak in full sentences". It is in ‘these ways' among others that the
school makes demands' that are more consistent with a degontextualized use of language

which is .opposed to the practices of everyday speech and communicatlve nderstandlng
which ftself is context embedded Q\\\ '

Our work in this area has been concerned w1th explorlng different aspects

_of the literacy skllls measured and evaluated in schools, in, tasks that can bt

systematically given and analysed. We have focused on thirec areas:
l) the relatlonsbip between 'decontextualized' use of language, that is.
language used without the normal context supports with the relation- j' -
ship between children s performance on these tasks and their abillty

>
in decontextuallzlng read1ng skills and(classroom performance. _ ,

. 2) the relatlonshlp between oral and written language skills. A task

was designed that required children in lrst grade to view a film

-

" without a spoken narrative and then later to recount their version
of the story. A study was made of the children's use of thematic .
cohesion devises in the oral account w1th the stratebies used in a

-written version of  the account. o _ : .
3) a further exploration.of the idea that the comprehensiqn of texts
requires assumptions about the frame of reference formed by'the text

- itself. This study has looked at the concept of the narrgtive as a

. . | 1'__(”)‘,‘




s | frame\é;'textural reference. A atudy'has beeh made of different forms -

. ;\\<: of narrative accounting from provided stimulus material with an
graders and the relationship between 'strong and weak' story-tellers
.- and children's performance in reading. ?, .
' At this point we should give a summary ‘of our methods. To the extent tﬂat

wve analyze the intricacies of classroom interaction, ve yse our Jhypothesis to .
- direct our observation and selection of key situations in the classroom. which |

are illustrative of the processes and issues that we want to study. It is this‘

search for key situations, and key comparisons, that underlies our research

design, ‘a comparative study within classrooms vith a focus on children in

high and low reading groups and between home and school. Our basic method

is both analytical and comparative, using conversational-linguistic analysis

to uncover the social processes at work in the classroom performance and ~ - i

evaluation of primaiyb-school children. : B |

K
5. The Home Environment Study

The greater amount of our research time and resources went into the study
of classroom related communication. The study of home communication environments
_ proved to’ be extremely time consuming in that it> was difficult to obtain co-. . N
operation from many parents either because of their own time constrai 1ts or because
p they. did not feel comfortable in co-operating with a project which was already
7 part of the school context. For these reasons we have focused on a narrow band -
iof home communication issues which provide a direct continuity of theme with ”he
enquiry in the classroom commmnication. :
From the large amount of possible instances of home talk we have chosen
" to focus on the kiuds of discourse occasions that have some parallel in the
classroom, and that repreSent discourse styles which carry over from home to
school and back again. These discourse occasions are best shown in mother-
child explandtions of events; mother-child appeals and justifications; mothes
and family narratives and anecdotes. Our rationale for these choices of )
strategic discPurse occasions. is that while we do not ezpect or even look for a
one-to—one or direct correspondence between teachers and mothers, and home and
school, we do hypothesize that over time children develop particular discourse
styles of reasoning, explaining, and accounting that form a ‘basis for their, .

social understanding. We are aware that children at five or six are unlikely
A
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“to confuse the actual context of home and school, but their experisnce in the
home of styles/of discourse and reasoning provide an enduring set for the inter-
pretation and understanding of other, novel, discourse occasions, e.g., children 8
uses. of indirect strategies or their interprecation of the teacher’ 8 indirect
control as we haye indicated in Some of our key episodes which follov. For these
reasons we are focusing on mother 's discussions with children and on family :
occasions where the child can be-seen as’ part of the natural communicative
groups. ' o o : 5 ' .
We have approached this task in two way;. One, an open-ended. question- . ~
naire has been devised and piloted which allows us to explore with a fairly
large group of mothers of 1lrst grade children in some systematic detail both
their view of their children within the family and the family s relationship
. to other members and friends. The mother is asked to discuss with us her
“view of children's friendships and the importance of these, and how the child S
friends are known to the rest of the family. Our sécond aim has been to focus
upon discounse processes in the home, and the quality and character of mother-
child and child-family interaction from naturally occuring family.talk. This

has meant regular contact and time-spent in the early stages with mothers and

' their children. . :

The focus of our present analysis has been on the selecti0n of episodes

" which show us something of the way in ‘which mother s talk- expresses the relation~
. ships between hembers of the family and the linkage between the family and the

outside world or extended network of relatives and friends. This talk provides
a specifically lexicalized comment or expression of these relationships. That
is, it puts the relationship into words and by so doing provides the child with

" a framework of verbal kiowledge which will pr&vide, across time, inforaation and

guidance on how to manage this and other similar events. -

1 ' .

The point of departure for our investigation is the analysis of classroom .
communicative environments. Ethnographic descriptions of classroom routines and of
key episodes provide the"basis for the discovery of critical classroom communi-
cative tasks involving such abilities as narrative skills, expository skills,
.evaluative justifications and co-operative information ¢xchange. All these
are general tasks which form an integral part of the verbalJinteraction
everywhere; but the vay in which‘they'are realized and evaluated are context
specifiq To uncover the extent and import of this contextual variation, we

turned to- the analysis of communicative constraints in home settings and in

S -
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naturalistic experimental situations which parallel the tasks situated in the
classroom. Using criteria outlined in Gumperz & Cook-Gumperz "Beyond Ethnography"

- (See Appendix 2, - . .), we worked out comparative analyses of task performances '

in these settings vhich we hope should ultimately~enable us to trace the effect

of home and ethnic bsckground on student behavior and teacher evaluatiops™”

Summary of Finding;gfrom Research on Communicative Environments - At Home and School

Previous ethnographic studies have focused on cross—cultural differences in
the pafticipant structures f.e. the interpersonsl-relations associated with learn-
ing situations in different social groups. Others concentrate on event structures
witnin a single classroom and on the verbal and non-verbal routines associatec
with: them. Our own work, by contrast, attempts to show, how assumptions about
these structures and the signalling of them enter into. the interpretation of
intent and evaluation of performance providing for a chginfof understanding,of
inference that effects the co-operation of students and‘teachers i1, learning re-

lationships.  Our findings confirm Erikson and Schultz's suggestion that class-

+room learning involves the learning of event structures and when ancl how a new

context can be recognized. But we go on tc show that these structures are con-
stituted by indirect verbal strategies such as conventions of questionifi, direction
giving and information-exchapge. thldren's perfornances:are evaluatedlon the
basis of.their knowledge of these_strategies. The following results are listed
under specific issues: B g ' ‘
1. Llearning and teaching as an interactiv: process

A partial’ analysis of .our data in this area are given in Michaels and Cook-
Gumperz_ (1979) Michaels (1980) Collins (1980).c " The Michaels and Cook-Gumperz

_papers (1979) show in-detail how the teachers use of verbal. conventions reflects

_ her hidden theory of pedagogy and guides her teaching strategies. “This: results

. .the joint production of- narrative and the setting up of the interactiva condi-

in some children's verbal offerings triggering teachers actions which lead to

‘tions within which learning can take place; while other children 8 offerings do

. mot. . These. papers provide a detailed conversational analysis vhich shows that

the. processes involved are automatic processes not consciously planned acts.

Collins, using a similar method of conversational analysis, deals ‘with the -

question of how a teacher evaluates 'a child's understanding of. uritten sentences.

) Building on work by HcDermott ‘and others who have pointed out that a teacher

A

‘ i behavior and less time toicontext\than acteacher working with high groups.

uorking with low reading groups devotes proportionately more time to control

<
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Collins goes on to show through a systematic linguistic analysis of questions
and answer response patterns that in low groups what is emphasized is pronoun-
ciation, grammar and single word decoding to the neglect of .overall content.
fIn bigh'groups what is emphasized is content while spelling and pronounciation.
and xrammatical cues are often disregarded. The result is that the two groups

get ‘different training and acquire a different view of what the reading process

- 41g about.

Both studies suggest that while the dvert pedagogic message of schooling

is concerned with the teaching of the specific content of differentiated
disciplines (math, language arts, etc.) the latent effect is that the demon-

stration of what is taught and known rests uponthe finding and evaluating of
information in discourse sequences. Children learn what information to high-
light and what to background within the specific conversational or discourse
structures of leassons. A similar point is made by Mehan (1980, Learning
Lessons) and to some extent by Edwards and Furlong (1980). Teacher's treatment
of children is in large part determined by their ¢ 7aluation of children's verbal
skills. Those who havs discourse skills are more likely to be categorized as
high achievers and high achievers are taught to ''go for the meaning at a more
global level” (Cambell 1981). This point is also documented in Collins. The
result within the long-term classroom context is that is is not so much what _
is %nown by a student that counts in an evaluation of performance, but how that
\knowledge is revealed or demonstrated. Teachers racionale, that is.their
. explicit theory of pedagogy, is given in terms of the evaluation of conternt,
where as the implicit latent effect of this evaluation process, is that

- digcourse form is what is evaluated. This is not to 'say that knowledae ui

content is not valued. The ‘print is that presuppositions about discourse style
interfere with the ability to evaluate progress. (See Cook-Gumperz (1978) and
Cook -Gumperz & Gumperz (1980) for further discussion) ;

The long-term effect could be ctaracterized as discriminatory (Simons and Gumperz)
:in'the sense that low achievers are not being as well prepared to go on to: the more
complex tasks in later grades; as Cobk-Gumperz (1979) points out, the socio-communi-
.catiVe problem*?or children lies in making the discourse form match the recognized G
communicative task. Furthermore teachers have as an implicit goal appropriate :
disccurse forms for differing tasks. It.is only if we unpack the complex
of communicative assumptions and discourse goals, which 1nf1uence everyday ’
routines and practices in classrooms at several ‘levels of detail, shat ve can
begin to see the very.complex nature of skills and pressures that make up

successful'teaching.'

So



v

~.2. Differential access to learning opportunities

e
&

—

The main thrust of our research has been under this heading. The work
reported in ‘these studies made by Collins and Michaels; *Michaels and Cook-Gumperz,
and Simons and Murphy; all document in different skill areas how differential
learning results in the unintentional consequence of communicative classroom
processes. This finding provides a new rationale for micro-aaalysis of class-
room interaction as a diagnostic means, not of ridding teacher-student communi-
cation of attitudes and stereotypes, but of learning to recognize different
discourse patterns when they are occurring. Such positive knowledge could
provide an input for changins practices.

The actual phenomena studied in this project by the above researclh mgthods,
are all phenomena occurring in the short run, situated context. However, over
time the‘cumulative effect of recognizing or of failure to recognize discourse
strategy such as a child's contribution to "sharing talk" or as a valid peer
teaching instruction or as a gain in reading progress, provides a selective
reinforcement or a selective motivational reduction for different students.

Our preliminary hypothesis concerning the interactive processes that lead to
differential access to learning opportunity are now being tested in two

large scale studies. Collins has begun work in several Chicago classrooms

under the auspices of the Center for the Study of Reading, University of

Illinois repplicating his Berkeley research. Michaels is planning a large

scale study‘of sharing situations under the direction of Courtney Cazden at .
Harvard. It is by highlighting the process by which communicative strategies

in the classroom open up opportunities for some students, and lead others to

feel that they are misunderstood that discourse studies in the classroom can

move beyond globally deacriptive or analytic studies to provide an analysis’ .~

of teaching strategies that can be effective.

(&Y

-3. Oral and written schemata

As we have indicated in the research outline, a focus of our concern with
discourse form and structuring has been centered around the ways in which oral

language skills such as telling a story or giving an account of some daily event,

" are transformed intu other‘more formal, oral skills which are perceived as training

for expression in written expository prose. Much of classroom teaching is built
around communicative experiences which are directly related to such literacy
training (Simons and Gumpetz) Qur studies explore different aspects of these
oral skills such as the ability to give concise instructions which model the ‘
referential precision necessary to written instructions: the ability to nake and
keepvto a thematic point, and elaborate this; the ability to evaluate others
communicative effectiveness. Our clagsroom observation/ethnography shows that .by

o & 1:‘“
‘ ~ : J :
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fourth grade the teacher relies upon such training work having been completed. There-

Jfore, the children whose discourse styles by fourth grade: have not been transformed

find much greater difficulty in formal learning tasks. Gottfried and Schafer
(1980) show, .in a case study, that if a child who performs well on informal

oral tasks cannot or does not produce an adequate demonstration of competence

in more formal learning tasks, he will become a fringe member of many of the

organized learning occasions in the classroom. Simons and Murphy, in a detailéd
statistical study shcw that success in being able to produce and evaluate oral
referential communication velates very strongly to abilities in decoding written
langu~ge and other reading related language takks. They suggest that specific
training tasks in oral language skills which emphasize precisi%n of reference
and the production of_a thematically tightly organized seduence of speech are good
bases for the acquisition of 'decontextualized language' , the appreciation that
language can stand in ways that are self-sufficient and ‘independent of any refer-
ential conteﬁt. Skill at recognizing and producing decontextualized language 1is
a general precondition for success in reading and in other areas of literacy
expression. . '

. Cook=~Gumperz and Green suggest that one of the major problems-of evaluating
children's oral skills in educational situations is that within this context
the notiorn of competency and proper discourse form reiies’almost completely on
adult based models of such phenomena as proper story form and narrative accounts.
They show how in story-telling situations with young children inventive or
alternative uses of form can be adversely rated if an adult centered model of
simple expository prose is ‘the only standard of performance. Similarly ” \
Michaels and, Cook-Gumperz (1979) and Michaels (1980) show that teachers look towards
an idea1 schema of expository prose even when judging oral skills, which may
in themselves show: language inventiveness, Collins and Michaels (1980) study of
narrative re-telling demonstrates that while children of different socio-economic
backgrounds can be-equally effective as stor& tellers, nevertheless they differ when
forms of their story schemata are compared with the form expected in written prose.
Additionally, Cook Gumperz and Worsley show that the ability to te11 a well-formed.
story which has connected sequences = as ‘a measure of well-formedness, is not h1gh1y<
related to school tests of language arts or component reading skills. Furthermore,
there is not a'direct relationship between good story tellers and»reading group
placement in'first grade. Hoﬁever, they suggest that as classroom curricula
throngh the grades from first.grade on place more reliance on written literary
tasks, the relationship between low reading group, good story tedlers.and the |

high reading group good story tellers_will diverge sharply. Tihe former group

-
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will’ lack or be slower with other Bupporting literacy skills with which to
capitalize on their 'natural' flair for narrative expression.

The conclusion we can draw from:these studies is that children upon‘entering
school have had exposure to a range of literacy experiences all of uhich have
formed their pre-school language capabilities - these multiple, various skills
may not be tapped by the more limited focus of the school classroom curriculum

= with its focus on direct literacy training through simple expository prose.

Cole, Hall and Downey (1980) ia a study of children's language in and out of
classroom in an inner city kindergarten, show how limited children's verbal '
'offerings”can be within a classroom context. Perhaps'an awareness of the
 multiple sources of input and evaluation in‘discourse level decoding skills
and discourse planning strategies available;to children can be used to

provide a wider basis for classroom language skills.
4. Social network influences on school children

Initial observation in both first. and fourth grade classroom demonstrated
that children's re8ponses-to‘teachers' questions.of directions in the class were
frequently not motivated by what was said, than by the response of other children
in the classroom. Similarly studies have shown that not only teachers control '
but student motivation to learn becomes more strongly under the influence of -
'peer group. norms and pressures in later grade:.. Schafer in a detailed study of
the social organization of a fourth grade classroom shows that children's per-
cer,tions of classroom interaction and the competenciles of other students were
a’fected, often in conflicting ways, by their own friendship group allegiances.
In a series of questions Schafer explores the students' perceptions of the
tlassroom organizational heirarchy through looking at the informal -groupings
of students, classroom friendships, and children 8 perceptions of the teachers
: judgqments about other students. She notes ‘that a child who is a menber of
a peer network outside of the classroom will only be influenced in classroom .
behavior if several other members of this peer group are also a part of the
clagsroom. Such a child has to "weigh the odds" before conceding to the teachers
control or accepting her/his point of view. ' A child who is an isolate or in a very
loosely organized paired friendship aituation is under ‘bzsuch constraint. -
Cook-Gumperz, in an interview study with the mother's of first grade children,
in home settings, shows that mother's perceptiona of their children's’ friendships
" differ greatly betveen black, lower class mothers and white middle class.

o
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These findings indicate that even in first grade, the composition‘of”the net-

work of friends differs, such that white middle class children are 1ikely to have

a very difFerentiated group of friends, many of whom are.exclusive to the family

setting and may not be within the geographic neighborhood nor at the same school.

For black children the friendships within schooﬂ‘are much more likely to be rein- .
~ :forced by contact out of school, or vice versa, or to be within the same neighbor—

'hood. ‘The child's friendships were seen as an area of independent activity for:

black children, where as for middle class white children, they were seen as an

ar=a under the selective surveillance of the mother. .

These and other findings from the home interview suggest that the middle class

. ¢child is more likely to keep school and home activities separated, even though there

1s no conflict of interest, because school is only one part' of an activity filled )

life space which is adult organized For the lower class child school is another

arena where the same friendships and conflicts are played out as they are in the X

home-base neighborhood. However, there may be conflict of inéerest betweex:

hone peer and school concerns. Also, in contradistinction to the organization:

of the school and classroom for many of the lower class black children |

life outside of the immediate space of -the home, is not adult-organized nor

dominated; so making the acceptance of the adult domination of school more-diffif

.cult.
5. Informal learning in home and school

Cook-Gumperz (1981) in a case stud§—bf the middle class mothers, children
and teachers deals with the informal learning styles in the home and with the
~ways these differ from the more consciously planned strategies of the classroom
teacher. Teachers work to contextualize the knowledge they seek to impart by
creating predictable situation which hignlight the saliéncy of the verbal message.
In the informal processes at home the situations in which learning occurs are
interactively much more varied. It is suggested that what home learning does for
children is that it teaches them to disembed the information they want: from a
varied situational field. , ) o

Gotfried and Schafer show that where discourse styles differ between home
and school contexts, children's out of school discourse planning’ ‘and informa-
tional search procedures become non-transferable so that informal none learning
cannot become a resource in the classroom.-d ' .

. Siwone and Gumperc (1979) in a general review paper discusslthe nature of

ithese home originated*discourse constraints on'school performance, especially
ag tlese relate to the lov achieving and lower classlchildren."While it is the
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case that all children learn to recognize and keep home and school discourse
contexts separated; and learm to select from the multiple. ressages

the relevant iﬂterpretive cues that they need. Where there is an ethnically
.based difference in discourse strategies it is harder to recognize‘these'cﬁes

especially if they occur in noyel contexts. Simone and Gumperz make the argument

that on this assumption the process of being socialized into the c¢lassroomn
. discourse practices is a longer and harder task for a child where the out

of school discourse experience is different from the predominant style of-the ,'\\\\
cléssroom. Such an'obsefvafion gives more detailed support to the findings of
Piestrup (1970) on the success of teachers who created ethnicaily very distiac-
tive language and discourée,styles particularly with.;hildrenmqf an eﬁhnicglly
similar,backgrcund.' Cazden and Erickson have made similar observations on

“»Chi;ano-hispanic ;eachers.
6. Methodological observations on ethnography and natural experiménts

The initial stages of .our fieldwork consisted_largely of unstrhctured

observation. So;n after familiarizing ourselves with the teachers methods,

the childrens personal background and the generaligkassrccm setting and

daily routine, we began to look for cues in theffdrm of anecdotal incidents and -
‘expressions of opinions which reveal the underlying assumptions and presupposi-
" tions that govern classroom performance. These semi-systematic obsef@ations'_

thgn served to generate hypothesis of how'thé;béhavior we observed o?iginated'”
in.intefac;ive and communicative classroom ﬁrocessés; These hypotheses were

tested in a series of natural experiments - staged sitﬁa;ioﬁé, which replicated
naturally occurring behavior under more controlled conditions and which enabledl

us to test predictions from earlier ethﬁograpﬁic observation - two such experi-' :
ments are described in Collins and Hichaels, ébhafegvand Gottfried. The Cook+Gumperz '
and Worsley, aﬁd Simons and ﬁurphy papers employ mofé formal tests to check out
simildf'prédictions.. Our work'thus'shows_how ethnographic findings can lay the
foundations for more replicable methods of investigation.
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' . APPENDIX ONE

1. Additional Notes on Collection of Data

a. Inventorying the recordings

Once a tape recording or videotape is made, it is coded by the date, segment
of the day in which the interaction took place, major participants involved
(e.g., Teacher and high reading grouping, Instructional aide and whole class), -
and the major activities within the episode. Thus, a tape of a- reading lesson . .- _
might be coded as follows: December 5, 1978, Reading lessom, Mrs. J. and Tigers
(high group), getting organized, making flash cards, passing out reading boaks,

"round robin" reading, workbook assignments, C's go'to own: desks.- Fach’ selected
tape is then indexed in more detail to indicate the kind of interactional pro-
cesses, participant structures and control. talk (directions, reprimands, sanc-
tiuas) tha: occur. Specific activities and sub-activities of interest are coded
45 well as. exemplary instances of differential control behavior fok retrieval on
the computer. We are now working on a computerized storage and retrieval system :
which wiil enable us to locate- comparative data_ relevant te issues discovered in
thz snpzlysis of key episodes. .

Jne2 a segment of the tape -has been selected for transcription, each line is
ceded for speaker, addressee and interactional goal, and linked to the activity
gog sub-activity), participant structure, etc.,in which it occured. In this way,
wa are able to retrieve, for example, all the reprimands to a particular child,

» during oral reading lessons taught by the teacher, instructional aide, student
“\\teacher, or reading specialist. .

o

: b."\Natura1 experimental situations

In addition “to.documenting day to day school activities we created two
experimental settings for the contrastive study of children's behavior in well-
defined, naturally occurring situations.

1) Peer teaching and science field cfiﬁ\“*‘\\\;\,; : Co-

The first, a school field trip to a "bidlogy discovery room" in the Lawrence
Hall of Science at Berkeley for the fourth grade class, was undertaken to provide ~——— _
an opportunity to compare children's behavior in a- free~choice learning environ-
ment with patterns of behavior observed in the- classroom. ‘Comparison of child-
ren's behavior in the two kinds of educational settings demonstrated the context—

. bound nature of evaluation of children's abilities, which are in part a function .
'of the particular setting, the explicit or implicit rules for participation in '
‘that, ;setting, and the criteria for success. Recent research. (Gottfried, 1979)
on children's exploratory and social behavior in the science center setting
provided baseline data and identified the discovery room as a strategic research
site for investigating children' s informal modes of learning. During school
fie¢ld trips, children are given a brief orientation and are then free to explore,
touch, and hold animals and engage in various -activities.

The week following the field trip the animals from the discovery room were

_brought to the school and the children taught another fourth/ grade class 'what’
they had learned about the animals". These peer teaching sessions were also’

. video-recorded and are being analyced in relation to classroom patterns. Pre-

~.~liminary analysis of a case study documenting one. child's behavior in the two ,

educational settings demonstrates that siiuvational factors strongly influence R

motivation, level or participation and ability to demonstrate competence. .The

same behaviors defined in one setting as "immaturity", "insubordination" and e
24
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2. School—Classroom Ethnographies: First and Fourth Grade

i1

i'inability to focus attention" are seen as curiosity" "ereativity" and "strong
exploratory tendencies" in the other setting.

2) Film showing of “pear" narratives

The second experimental setting involved hoth first and fourth grade classes;
as a means of eliciting narrative discourse on the same topic from all the child-
ren, we showed a 6 minute film developed by Wallace Chafe (in color, with sound=-
track but no language) about a boy who stealg a basket of pears from a man, .
henceforth referred to as the "pear" film. Each child saw the film and was then
asked to tell "what happened in the film", to the participant researcher who had i
not been present during .the film viewing. First graders also gave a second telling
four to six weeks later. TFourth graders gave both a written and oral version-of
the £ilm, a day apart (with a counterbalanced design; that is, half gave the
written version fixst, half the oral). )

We anticipate doing a detailed coumparative: analysis of

.a) oral discourse styles among first and fourth graders, with
particular emphasis on the role of prosody(in signalling
- thematic cohesion. . g

b) developmeutal differences between first and fourth graders with
regard to discourse style, narrative structure and detail.

c) orafgand written differences among fourth graders with regard
to oral style characteristics and their influence on the develop-
- ment of literacy skills.

Ty

In what follows we will give a step by step description of our ethnographic

. procedures and findings. A , ,

Location of fieldwork s*te Qur ethnographic procedutes began with the location -

‘of a research site that would be most revealing of the type of phenomena we are

interested in, those being factors related to differential participation, learning

and success in urban, ethnically mixed classrooms. The qverall design of our R
project specified in advance guidelines for the, selection of a classroom. We

planned to study an integrated socially heterogeneous %elf-contained first

grade classroom in an urban area,: in which there were clearly defined reading

groups.: The ethnic districution in the Berkeley Unified School Distriét is

regulated by district policy and a program of volﬁntary busing, “so the- problem

‘of finding classrooms with the proper ethnic balance was not an issue.

Since our study would be- limited to two classrooms, a first grade and a
fourth grade, it was important that the classrooms be representative or compar-
able in’ ‘important respects to a great many other classrooms throughout the country.
Clearly, there is no. such thing as the "typical" classroom. = However, the liter-
ature has.shown that the phenomenon of differential learning is a pervasive one
and that the caﬁmunicative proceszes at work are general and recurring. That is
to say, to some exten t there is a culture of thaz classroom in urban areas that:
transcends regional and ethnic group boundaries. For this reason, any reasonably
normal classroom would: ave sufficed. However, our analysis focuses on the in-
depth study of these phendmega over time rather than on short term observation
sessions and distribution nts. . The success of our project depends crucially
on the willingness of the teach r’and children and parents to cooperate and
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comment on ongoing findings and hypotheses. We needed to find an experienced
(average to good) teacher who ran a relatively traditional self-contained first
grade classroom who felt comfortable being observed and tape recorded in action.
most importantly, we needed a teachear who was interested in the project and _
willing to permit a . researcher to bocome a part of her classroom for an entire
year. In return, our two researchers undertook to participate fully in class-
room life as teaching aides, working under the direction of the teacher as other
teaching aides do. The researchers' work began the ‘week before school opened,
as does the teacher's, and field notes were kept of all the preparations made.
During the first 3 months of the project, the researchers spent between 3 and 4
- full days each week in the classroom. In the latter part of the year, class-
room time was reduced to 2 days. o ’

An important characteristic of our ethnographic procedures is the constant -
cycling back and fourth between ethnographic observationm, hypothesis generation
and then field experiments and ethnographic observation to test out the hypothe-
sis under consideration. As an example of this approach, our ethnographic' in-
quiry took the following course during the first month of school, it beccme
apparent ‘that the low and high reading groups were receiving 'somewhat different
kinds of reading instruction. While the high group was already reading stories .
in a reader, the low group was working with workbook-type materials, emphasizing .
letter shapes (tracing letters, etc.), letter sounds (a 'b'! makes a 'buh' sound)
and letter names (using flash cards). Somewhat later, “though still during the
first month of the year, the low group children were reading in books, but they
were still being drilled in letter/sound correspondences.

. There were several variables involved in this situation that could have
accounted for the discrepancy in instructional approach. ~For ome thing, the’
high group children were already '"readers'--they all had a substantial sight
-word vocabulary and could handle short texts without difficulty. Some of the
children in this group had been in this'particular class the year before as
kindergarteners (in a mixed K-1 classroom), and had already become familiar ,
with letters and elementary gecoéiﬂg skills. Additionally, there were two teachers
in the classroom, the regular teacher as well as an instructional aide. Durin&
the first few weeks of school, the instructional aide worked with the low group
children exclusively as it was thought that they needed a strict, disciplinarian
approach and would be less."likely to "act up" for the far stricter instructional
aide. (It happened “that all the low ‘group children were black as was the '
instructional aide.) At first I assumed it was merely a. difference between the
two, and that each had their own particular approach to early reading instruction.
However, when the regular teacher switched roles with the aide, and took over the
low group reading lessons, she continued and even added to the heavy phonics
emphasis. . : :
ﬁ My initial impression, based on the differing instrpctional approaches, was
that the low group children must have needed more practice and instruction on
letter names and sounds. I was quite sure that the high group children, for
whatever reason, had entered “Birst grade knowing more of their letters and -
corresponding sounds than did the low group children; aﬁd¢th§t.the differing
approaches weére designed to compensate for this. ‘ '

To test out this hypothesis, I brought in my own set of hand-made letter
flash cards and tested each child individually on his‘ ABC's, during recess or
free time. I found to my surprise, that the low group children were not sig-
nificantly less_ﬁell versed in their ABC's than the other (high or middle group)

+ - children. While jit did turn out that the very best readers in the class, already
'in a small group™by themgelves (which I called the high-plus group), did know .
all the lettery without any errors, the rest of the children were more or less
equivalent, knowing most of the letters (and sounds) but forgetting some of the
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less common ones (j, z, x) and occasionally confusing the reversable ones
(p, b, d, Q.

Thus, our ethnographic observation of differential treatment across reading
groups led to the hypothesis that this was in response to a real ability differ-
ential across the groups. We.then tested this hypothesis and found it untenable.
Our ethnographic observation was then directed toward other possible explanations,
requiring more fi - rained analysis of the actual interaction during the reading
lessons, themselves. i : .

Ah Ethnography of the First and Fourth Grade Classrooms

Getting started: During the week before school officially began for the children
the participant observers worked closely with the teachers called Mrs. Jones

_ and Mrs. Hayden, 'in setting the classroom up, arranging desks, organizing materials,
putting up bulletin boards, making name tags, and so on.,

During these early pre-school days, the researcher was able to talk to Mrs. Jones
about overall plans and goals for the year, early lesson plans, expectations, etc.
In explaining her methods for getting started, Mrs. Jones said, "First of all, I
get my class list. T see where the kids are, so to speak. And I'm really talking
about reading .'Cause I've got to group them. And I've got to get in there fast.
Thexe's no point in wasting alot of time in the beginning of the year, fooling
around. So, uh if I have any doubts I'll put 'em in a lover group but I want to .
get going just as soon as I can....The sooner you get going and get the kids in -
their routine (snaps fingers), the happier the whole thing's gouna be. And the
tighter it's going to be....more together. You've got to put up some little things
so your room doesn't look so bare. You want to put up some things that you're
going to use, like number 1ines on the kids desks and on the wall. And then the

. first few days you do a lot of art work "cause that s fun and it isn't evaluative.
Everybody wins. And it helps to decorate your room. And you do as many fun things
with thém as possible 'cause you do have the time at that period. And you jump
right into handwriting inspite of all the moans and groans because it takes two
weeks to get over that. sahd then they know they can do it and then you do little
poems or-nutty things to sort of get 'em with you. You know 'cause they're
1ooking at me all the time: What kind of person is she gonna be? And some of

'em can be very fearful. And so if I can have fun with them and still, keep it

~at a certain level, so I still have control....."’ .

It was also during these early days that a great deal of teacher to teacher

information about children got traded over coffee breaks and lunch in the teacher's
lounge.. Teachers. freely passed on impressions about children or siblings of
children they had had, making comments such as "Boy, I wish you luck with X;
I certainly had my hands full with him last year" Often, information about a
child's home background was disclosed, such as'"Y's mother, will be on your
back from day one, pushing, pushing'". Or, Z!s parents just~got divorced so she
may be somewhat upset'. Or,"Q is a real darling. I just loved her and her

-mother is a terrific helper."' True to Mrs. Jone's expressed plan of action, on
‘one occasion, she sat down with- the kindergarten teacher (who had had 25 out
of the 30 children the year before), with a class roster in hand, and system-
aticdlly solicited information about each child. She got ability judgements

~ (each child was rated a High, Medium, or Low ¢r in some cases a High + or

"Medium ~-. " She also noted down family information such as: "brokéh home'" or

" helpful parents", as well as personality information such as "shy", '"St. Bernard"
or whether the child-had been an attendance problem or needed to be “"pushed".

"On the second day of the cchcol year, the children were grouped into
High +, High, Middle and Low reading groups, which correspond to the kindergarten
teacher s assessment almost without exception. It was not. until a week later that
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that Mrs. Jones received the kindergarten CTBS. (Comprehensive Test 'of Basic Skills,
a standardized achievement test, given to all elementary school children in May)
scores for these children. In some cases there were discrepancies, where a low
group ch:ld had tested higher than a wmiddle group child, but no changes in group
placement were made. .

<

Segmenting the school d;z

After several weeks of detailed, general observation, we turned our attention
to selecting, from the mass of details, the common core of activities that happened
everyday, in a relatively consistent pattern. Some.of these activities were formu~
laically opened or closed by the teacher and so formed "bounded' entities.. Among
these were activities named by the taacher as well as non-named activities.

It then becomes .possible to come up uith a formulation of "A Typical Day',

a schedule of predictable activities and group structures with their locations ‘
throughout the room, and the times spent at various activities. It willb
_noticed that not.all the activities on the ‘following list-are bounded speech
activities -— such as "announcements" or "seatwork' or 'quiet play". To a
certain extent, depending on the child's reading group and speed in doing workbook
or other seatwork assignments, each child's day looked slightly different. A
closer analysis of the day of two or three select children would highlight
this fact. Nonetheless, all the children are involved: (to greater cr lesser
degrees) in all the major activities and do learn over time, when they occur
and what the expected norms of behavior are at thése times.

. The daily organization becomes so much a part of the children's under-
standing of "going to school" that they are acutely aware of any change:
in particular contextualization features regularly used by the teacher. an
-anecdote will illustrate this point. In October, only 7 weeks after school
had started, a substitute teacher took Mrs. Jones' placé for a day. The sub-
. stitute made every effort to follow the general framework of activities laid
out in Mrs..Jones' lesson plan, but she did not conduct lessons or move from
activityzto activity in the same manner as Mrs. Jones. Several children were
visibly disoriented. One child said, 'we didn't do sharing yet", though in
fact it had already occurred, before doing the calendar, (which was unusual).
One child even asked '"Have we had lunch yet?'" upon. coming in from recess and -
another child asked "Is this morning or afternoon?” as we werd going to lunch,
in order to know whether it was time to- put his chair up on his desk, which )
occurs only at the end of the day. : '

Y
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A#Iyg;cai Da§ inlfirst Grgde .
8:55 - 9:00 Coming in from outéide; putting away jacketé and lunches
9:00 - 9:02 frangition to rugtime "
9:02 - 9:15 qﬁugtime (call to order)
| Roll '; ’
4 Calendar SR | n
Shariné * , '_,,_
Announcemenfs | i
9;}5“-,9:18 ~ Transition intovréading gr;up§ | ot
x9¥i8 - Fedede ke v ‘Reading_ | |
| . GrOuplwork
Seat work — ‘ SR
| dkkk - 9:58 Quiet play |
9:58 - 10;50 Clean up for recess‘
10:00 - 10:02 - Line up for rgéeés ) g
10:02 - 10:15 Orgaﬁizéd;gamé on playgroﬁhd ,
10:15 - 10530 - frge play on playgro;nd ‘ '
10:30 - 10:35  In from recess, to qeskg, heads down
10:35 - 10:38 Transition into math-grdupS' |
10:38 - wxkx .Math time o
Group work "
Seat work )
*kkk -°11:40 | Qﬁiét;piai'(early paft of year) i
o . Spelling (from late November on)
11:40 — 11343 Cleaﬁzup"fqr lugch_b : | o ‘
11:43 = 11:45 Line up for 1gn¢ﬁ’ e e
a " 11%45 % 12:20 . Lunch and frgg play on él;ygrbund

o

\(




©12:20 - 12:22 Come-_‘.in\-xand sit on rug -
12:22 = 12:40 Story time on rag e ,
12:40 - 12:42 g Transition (‘t‘;_o :handwrit:ing, moving to desks
12:42 - 1:00 Handwriting” .
1:00 - 1:56 | Movie, science, art projects, diaries, etc.
- (different each day). N . .
1:56 - 2:00 Get ready to go home
X L : | , ‘
L - gj
‘ ) i
L ) - ’ s
L 1
> ! & )
:9, i -2 )
s .
r‘b"
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It should be noted that the teacher's segmentation of the first gradgﬂsiz;

looks quite different:- _ . S L e
o 9:00 - 10:00  Shating and Rbading -
10:00 - 10:30 . P:E. and Tecess .
; 10:30'- li:30 I Math ﬁnaiSpéiiing , |
0 11:30 - 12:20 Lunch and supervised ptay _,
112:20 - 2:00 - Litéfature; book ;njoyaént, art,vscience, handwrit;;g
. ’ Project Write,-free time. v 7 a o

In contrast\tQ}:he ethnographer's version, the teacher's conception of the day ¢
"looks like a discrete series of bounded activity units, with no transitional

activity. Furthermore, her units are more gemeral, less descriptive and more

inclusive than the ethnographer's. For .example, for the teacher, "sharing"
“includes with it all the activitiés on the rug (roll, calendar and announcements)- ; -
that go along with sharing everyday. - "Reading" encompasses both small group - - et
lessons and seat work. It appears that the teacher's conception and segmentation o
of the day 1s based on named, organized and clearly bounded activity units. "

At any: point in- the day, she could describe to an outsider what was "happening"

in her class by reference to one of these broad acti¥ity slots. She would say -

"We are doing reading now" or "We are having lunch," or, if caught at a transi-

. tional point, she would say, "We are getting ready to do reading, go to lunch,
< ete." The children also respond similarly to this kind of .question, using the
same broad, named activities: the teacher used. This does not imply that .the .

‘teacher and children do not have a fider tuned conception of the day, which
includes: notions of appropriate behavior at transition points. Under careful -
observation, it becomes very clear that they do, inasmuch as.the children ' 3
systematically modify their behavior and the teacher systématically expects ‘
and demands that this occur, in moving smoothly in and out of activities and

. transitional segments throughout the day. ‘It is something that all competent
members Of the' cldssroom come to know and hold each other accountable for, but
‘have a hard timé@¥alking about. - . . SRR :

; In order to identify‘éxhaustively the different segments of the day, the

. ethnographer looks both for the typital and the atypical. That is, he watches
for'and records commonplace events, with an eye for the regular patterns of
behavior that emerge over time. At the same time, he notes down disruptions .to

* the regular‘flow of”the day, surprises or uncomfortable moments that seem to -
-evidence some confusion or misunderstanding: A detailed analysis of some of
these moments often highlights an-unspoken.rule, one that the children must’ .
.learn in ‘the doing, rather than by beiidg told. These moments of confusion may
'also highlight a subtle transition from one segment of the day to another, where

" for example, there is a very4m1nor'shift in the norms of behavior and few or .
subtle contextualization cues which signal the 'shift from one context to another.
It is in just these gfases, that children get confused, not knowing exactly. what"

- the appropriate rules are or exactly swhat segment of the day they are in. Two Vo
anecdotes will illustrate this point. . R A ' o

: After approximately four weeks of school, the following interaction took .

place during rugtime, right after the roll had been called and before sharing

- had taken place. _ L o T ~

“

o -

r I Oné: two, three, four people not he;e.JCOQph, :hgt's’bad.

o




2 C:.. Consuela here )

3 J: I was thinking about the notes that your mothers ‘have been sending
in, boys and girls.

>4 B: BERTEETER
5 Deena: Mrs. Jones? .
.6 J: Yes?
7 Deena: I've got something to show you. (Comes toward J. touching front
¢ tooth) ‘ . , .
.8 J: OK wait a ﬁinute: Wait, can you show me later? (J holds up hand

in front of Deena)

iy

9 Deena: Uh huh.
10 J: Just me or the class?
11 Deema: Uh—-, the class o o L

12 J: OK wait just a minute and we'll do that. Thank your mothers for
~sending in notes. Alright? : ' .

13 C's: Alright
‘.
~ In this interactioa, Deena waits until a transitioa point, after roll has
" been called, to try to gains J.'s attention. Once called on, Deena gets up from
. Tug and ‘begins to approach J. In.doing this, Deena is violating an unspoken
.rule which says that a child cannot approach the teacher for personal .matters.
Mrs. J. immediately puts her hand up (as if to say, "don't come any closer")
..,and asks Deena to wait until later. In this way, the unspoken rule, "Don't
approaeh the teacher during rugtime" is invoked and Deena acquiesced to it
. (1ine 9). .However the situation is slightly more complex. There are subtle
. shifts in ruygtime rules, depending on the sub-segment activify, whether xoll,
calendar, announcements-or sharing. During sharing time, the children are
allowed to approach J. provided they have something of interest to show the
whole class. It is likely that from Deena's gesture to her tooth that Mrs. J.
inferred that Deena's comments might well be appropriate for sharing time
(as loose or lost teeth are. always an acceptable sharing topic). ~ Deena's
behavior, ‘then, rather than being- seen as inappropriate and a violation of
" rugtime rules, is seen as being appropriate but slightly premature. It is
worth noting that after this bit of interaction had occurred, J. continued.
to talk fer a few moments about-notés from home and then initiated sharing time,
saying, '"OK,: who has sowething interesting to share?" Deena was the first child
to be called on and did indeed share about her very loose tooth. ‘'nis indicates
just how unspoken rules get created and invoked and how children. gradually come
to learn them without ever hearing the rules outright. The full message here
is that: the teacher camnnot :be approached during rugtime for a personal chat,
but can be approached with matters of- interest to the whole class, provided
it's during sharing -time, :However, this is not a ‘rule that either Mrs. J.
or Deena could state explicitly. - : ) .
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° During the second week of school, the following interaction took place.
It occurred just after rugtime.had begun, while Mrs. Jone's was calling roll
and at the same time trying to figure out who needed lunch tickets.

1. ?: ~ Nori has a ticket. Do you want to use your ticket? . @
2 Nori: (ﬁods) - - , -.. ,‘ T L

3 T: N G |

4 T: Merle, do you want to use your luneh ticket?.... Wally isn't here.

5 P.O.: He's coming now. There he is. . f
6 T: . Was the bus late? |

7  Chuck: Yeah.

8 c: Yeah.

9.. Chuck: Our bus, huh? (....)

10 T: Sh, sh, Chuck. Sh. Sh. Sh. - (Wally walks in the classroom)
11 T: Was your bus late Wally? - . -
12 Wally: Eég,it late? | ,l | |

13 T . Was your bus late?

14 ‘Wally: Nope,- I don't think so.

15 T . Why are you coming in late then?”

16 Wally: Ah don't know. (chuckles)

-~

17 T | Uh Wally, Wally, I want you to sit right here quickly. If you come
in_late you just pop right down on your bottom. (loudly)

18 Wally: Yeah, I came in late.
4

*

20 T: . Sh. Sh. Merle you want to ﬂse_your lupcﬁ ticket today?
21 Merle _ Yeah

This example 11lustrates the fluid and subtle .nature of contextual cues
which signal to’ participants what activity is taking place, and how any given
utterance ought to be interpreted. Here, Wally's misreading of surface contextual =~ .
cues, coupled with a degree of natural playfulness, results in a series of exchanges
in which both teacher and child misinterpret the other's intent. The misunderstand-* g
~ ing escalates into a minor confrontation between teacher and child. o
. Wally comes into the classroom late, during a moment of confusion when seVeral e
children had begun to talk (lines 7-9). Mrs: Jones asks Wally if his bus had been’
late and Wally responds by casually turning the question back at her, saying
"Was it late?" (line 12).. Mrs. Jones repeats her original question more firmly
‘and Wally answers fliply (line 14) saying, 'Nope, I don t think so." Mrs. Jonesw
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further probe, "Why are you coming in late then?" indicates that the force of
these remarks is not so much interest in whether or not his bus was late, but
rather an indirect reprimand for walking in late himself, and a demand for

some kind of explanatory account. Wally misses the indirect force of the
question and thus appears to be acting disrespectfully in the face of her re-
primand. His comment, ''Ah don't know" (line 16) is produced with exaggerated
Black intonation, with a wide grin, glancing over at his friends on the rug.
Mrs. Jones' responds with uncharacteristic harshness, raising her voice sharply.
This time Wally catches the force of her reprimand and says sheepishly, "Yeah -
I came in late."

I interviewed both Mrs. Jones and Wally (independently about this exchange
playing them the tape and asking them how they interpreted the other's utter-
ances. I learned that Mrs. Jones had indeed interpreted Wally's response as

"sassy'", testing her in front of the group to see how far he »-~ald. go. She
said she felt it was important to be firm with Wally from the very start so
he "would know wno's boss and kind of settle down." She had already begun to
single Wally out as. a child who had a lot on the ball, a lot of spunk, but
who needed limits. .

When I played the tape for Wally, on the other hand, he seemed genuinely
puzzled about the interchange. He said that at first he just thought that
Mrs. Jones wanted to know if his bus had been late and he didn't think that
it had kecen. Then when he -3aid "Ah don't know" (line 16) he thought maybe
he would "get in trouble a little, but not that much:" He said he hadn't
really meant to make Mrs. Jones so mad.

_Now the question remains, what went on hete to create such discrepant

‘interpretations of the same interchange. In light of the speech activity .
structure in this classroom, it is likely that -‘Wally and Mrs. Jones were not
seeing eye to eye with respect to what context they were in and hence what norms
of behavior and likely goals for the activity were. That is, it appears that
Wally misinterpreted Mrs. Jone's indirect reprimand, "Was your bus late?" as “
a sincere question, based on a faulty semnse of coatext.
' During the time I call "transition to rugtime", children are free to chat.
quietly or ask questions. of Mrs. Jones, Mrs. B. (the instructional aide) or '
myself. The ‘adults often ask individual children questions of a personal nature-
during this time (e.g., "Joel .did you bring a note from your mother?", "Is

that a newjjacket, Bob?", Merle, did you remember to bring in your green form’")
After the formal call to order, "rugtime" norms prevail: children are not address- -
ed informaﬂly by the teacher and they are reprimanded for talking°(even quietly)
to one another. .

Wally came into the classroom after rugtime had officially begun, but it
was during a moment of confusion ("Merle isn't here."..."He's coming ncw.") and
several children had begun to talk'(Charles: "Our bus, huh? (...)"). It then
' makes sense\that Wally misinterpreted the intent of Mrs. Jones' question as one

of a chatty nature, rather than as an indirect reprimand, thinking that rugtime .
had not yet\gotten underway, and he was not all that late. His chatty, playful
response then seewnzd appropriate tn him but totally out of line to Mrs. Jones.
Hence, Wallf's confusion. '

Speech activities and participant structures
\
Within these daily segments, it becomes possible to focus on the major-
' speech activities and their corresponding norms of behavior and rights and
obligations with regard to speaking and participation. ‘Philips (1972) used the
term ' participant structures" to characterize the constellation of these norms,
and showed that these ‘structures influence interaction and participants
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perceptions about what is going on and, over time, the amount of learning that
takes place. Erickson and his students have shown that these participant struc-
tures change from activity to activity throughout the day, each requiring the
child to intermalize a new set of norms and strategies in order to behave °
appropriately. (Florio, 1978; Florio and Shultz, 197%)

Philips notion.of participant structures has to do with broad patterns of
structural organization in any given interaction, with regard to who gets to
talk, how turns are allocated and what kind of talk is deemed appropriate.

She notes four major participant structures that occurred with varying degrees
of frequency in the classroem and home community she studied: 1) teacher or =
adult leading the whole group, 2) teacher leading small group, 3) peer initiated
interaction, 4) independent seatwork (with the teacher keeping a watchful eye).
However, as Florio and Shultz (1979) have pointed out, perticipant structuces
change continuously throughout the day, often shifting several times during the
course of a single activity depending on whether it is the beginning, middle

or ‘'end of the activity. Their notion of participant structure is more specific,
based on monverbal analysis.of. eye gaze, postural shifts, back channel vocali-
zations, etc. to determine who the focal and peripheral communicatants and .
listeners are. The result of this analysis is a larger number of participation
structures reflecting the variety of patterns of turn taking, floor holding, etc. -
In our approach to the analysis of participant structures in the classroom;, we
have found that the norms of behavior and rights and obligations of speakers

vary both across and within participant structures, as you move from context

to context throughout the day. For example, rugtime is a bounded speech activity
that occurs at the same time and in the same place everyday. It has a teacher to .

whole group participant structure, in that it is opened and closed formulaically

. topdes.. However, as was seen in the example above, the rules for appropriate
behavior, such as when a child can approach the teacher and about what, shift
from sub-segment to sub-segment within rugtime (i.e. from taking the roll, to
doing the calendar, to sharing). While the general participant Structure (in -
Philips - use of the term) remains teacher to whole greup, the norms and rules ...
do shift in important ways and the children are held accountable for this. )
In characterizing the various segments of the day, we will briefly describe
the kind of interaction that regularly takes place, noting the genmeral participant
structures as well as the specific norms and rights and obligations of participants
with regard to the kind of talk that takes place. - . :
Each activity segment can be characterized by a particular verbal statement
of the teacher fJ a formulating comment which can, across time, be seen to form
a contextualizing signal for an activity's commencement or cessatiod. ' It is
precisely these kinds of cues that a substitute is unable to prcvide, which
_creates confusion apd disorientation in the children. 5

Rugtime  ."OK, everyone, come to the Tug." (this initiates a very fluid,
' gradual movement into position) C
. holl | oK, I,m goingvto call roll now. ‘6nly answer to.your own name,V
Calendar’ "bK, sPecial Person, will you éet the‘calendar‘for us?f o wm“’".:~
éharing | ."OK,who has something really exciting to share?"
"Reading ~° "OR, Mrs. B., are you ready for your group? Will the Lions come .

up: in front?"

3
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Clean up for "OK, everybody freeze. I want you to put everything away and

recess get ready for lunch.” )

Line up for = "OKR, everyone, ve—-ry slowly, please line up for lunch."
lunch .

Free time’ "OK, we've got 15 minutes until lunch. If you can handle it

(occasionally) you can have some free time."

-

&5

Major speech events: Participant structuresL norms, rights and obligations

1. Coming in from outside

RN

Children (henceforth C's) line up outside back door to classroom.
When bell rings, door is opened and C's come in, move freely, go to coatrack,
drinking fountain, desk, rug.
C s group themselves along lines of friendship. Regular peer structures
emerge: group of 3-5 white boys interact around a desk or on

the rug, group of black girls gather around an adult or on the
‘Tug, group of black boys gather usually-away fre- the rug. These
are gtudent initiated structures, not dealt wi-. by Philips.
~C's talk freely to each other (even loudly).

C's approach J., B., or S.* .with notes, hugs, or simply to chat ("Know what

' .1 did yesterday’")

<

2. uetting started transition into rugtime

Teacher (J., B., or student teacher) comes to the front of the rug and sits

down in chair. !

Teacher calls C's to fromt, collectively ("OK, everybody come to the rug."
or individually ("Walter, hurry up and put your coat away and come

I up here.").
C's talk to others.nearby. Loud talking or moving around gets mildly sanctioned
' (Walter, sit down now and be quiet"; "Sh, sh, Darrel, Paula.")

C's talk'quietly and can touch each other (e.g., Sherry fixes Paula s barrette)

C's may approach an adult but are usually not respondéd to warmly ("Not now
please, .tell me later.") :

C's may initiate conversation with the teacher but these interchanges are kept
brief.

Much calling of names of those C's who are slow to come to the rug, standing
up or talking loudly.

(This "transition" time shortens as time goes on.)

3. Rugtime

J. issues a '"call to order" ("OK,_everybody stop. talking. ‘It's my turn now. )_ .
From this point on, talking, even very quiet, is sanctioned. . .,
C's are not to move around or touch each orher ("OK, now give yourselves some

space.™)
C's do-talk surreptitiausly (turning aside, covering mouth) and are reprimanded
(""Celena, it's my turn,' "Darrel, what did I ‘just say? Please listen. "

C's do not approach J. (though they do occasionally approach B. or S. with _ _
notes from home or lunch money. - .
C's are called on_ if they ralse hands but must have topically relevant comments\

* J, = teacher; B, = instructional aide;“S. - researcher/aide.
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in order .to keep .the floor.
C's can call ‘out in response to J's questions, or with topically relevant

’ comments. If several C's begin to talk, they are stopped ("Sh, sh,
my turn.'"). _

C's may be asked to bid for nomination. C's raise hands and J. selects
individual to talk. For some rugtime activities (such as sharing),
there are norms for selecting children, such as first a girl, then a
~ boy, etc. '

Loud talking or moving around are grounds for being moved ‘to the front,
near the teacher ("so you can hear better"). or getting sent back to-
their seat. (''Deena, go back to your seat and put your head down." .
This is rather severe punishment.)

This is a teacher-to-whole~group participant structure, in which the teacher
controls (by in large) ' who talks when, and about what.

'Sharing {an activity .within the larger event, Rugtime)

oharing is opened formulaically by the teacher ("OK, does anyone.have anything
really important (interesting, exciting) to share?").”

C's must raise their hands to get the floor to share, but they may call out
topically relevant comments in response to what another has shared.

If several C's call out, J. attempts to regain the floor (™My turn, my turn").

C's anticipate the end of each child's turn, and raise their hands just as the:
child sharing is finishing.

To signal the end of sharing, J. says "OK, one more and then we have to stop.'

After the last childfs turn, J. says, '"OK, Mrs. B. are you ready for your group?"
which simultaneously marks the end of sharing and the beginning -
-of the transition into reading groups. .7

Reading .

Getting into reading groups' Low group (Kittens) ‘leave rug, go ‘to desks and.
over té their table at side of room. C's talk freely to one another.
_Names are called and C's are hurried up, etc. C's sit in. their ~
"special place'". Middle group (Lions) move to desks -and then to' round
table, haggle over seats and'graduall get settled. High group (Tigers)
" move to their own table and get.se 'High-plus group (Dolphins).
either get workbook assignments from J on rug and then go to seats, or -
‘they work with an adult (parent, researcher) on rug.
C's can approach S. ar call from seats (while doing workbooks) for help, but
rarely approach J. or B. while they are leading a reading _group.’
After formal reading lesson and ‘assignment of workhook pages, C's .get cardboard
carrels and go to their desks. At their seats, C's call out for help and '~
can talk quietly. Moving around aimlessly in ‘the room, talking loudly, ........ e
or going over to another C' desk ‘gets sanctioned.f C o

where the teacher initiates and directs the sequencing of activities and
controls who will participate and whether participation is individual

or collective. Each leader of a reading group. (whether J., B., helping
‘parent or researcher) structures the group somewhat differently _ S
(nominating C's in a round-robin fashion or allowing C's to bid 'for a-- -
turn, etc.). This seems to:depend both on the personal style of: the S
~"teacher" and on the level of the group. : L
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All reading lessons can be further segmented into series of .activities,
such as making flash cards, dictation, reading in, the reading bocks. ’
Each of these activities can then b« broken up into sequential patterning
. of tasks. For example, in the Kittens reading lesson, the activity
) "reading in the reaging books" can be divided into the following : ~
pattern of tasks: " . '

One child gets nominated to read. ' B .' -7 ' .? .

That child reads a sentence oY & wﬁble page - (if very short)

The whole group reads the same material in unison.
. The pattern then 1is repeated o

The comparable activity in the high group reading lesson is made up of _
a different series of tasks. The pattern for this group is as follows. -

One child gets nominated to- read

~

That child reads an entire page.

a

Anather child is nominated The pattern repears.° S . - {)y o
(Implications: more material is covered in the high group. There is more internal
coherence to the reading material in that the .group “goes through the story only

" once, at a reasonably fast pace (usually id one sitting). . In the low group, it. -
“takes several days to read.a story and -the same sentences are read twice before
moving on.  That is,_tne story doesn't "read" like a story. ) :

Participant structure is the same as for rugtime (Teacher to whole group)
C's are assembled on the rug and told to get comfortable ("give yourselVes
» .some space'").
, As the story is being read, moving around, sitting up on knees (so that other
children can't’ see), or talking are sanctioned. - :
Before or after the actual reading takes place, there is often a group discussion:.
-about what happened in the story the previous day; who the characters
are; what is likely to happen next, etc. ¢ L @ﬂ””;W;mﬂu
During the discussion, C's raise their hands to get the floor or are ol ' %,
nominated. by. the teacher. 'Short, topically relevant comments may be called
out but if several C's begin to talk at once, the teacher attempts to
regain—fhe floor ("Sh, my turn" or "Sh, just one at a time").

Math time - Dolphins (the entire class except for the low reading group)
»Participant structure is the same ds for rugtime and group discussion at story o
_ ?  time. R b
C's assemble, usually with pencils and J. passes out workbooks. C S are more - SRR
spread out on the rug (as it is a slightly smaller group than at rugtime)
~ and occasionally one or two will stretch out and‘liv on their stomachs. ,
. This will sometimes provoke a gentle sanction ("sit up.Lincoln we're L
doing math") and sometimes not.
J. directs questions at individual C's, or calls for bids from the floor. -.
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C's may talk to each other or help one another find the correct page in the ) .
workbook but obvious "chatting" or loud talking is sanctioned.’

C's are chosen 'to go to the board (ome at. 4 time) and .do problems in front of the
group. C's may call out from the floor afterwards to evaluate the work._

‘Handwriting o R _ . _

C's are seated at their desks and given a large piece of writing paper.

The structure is teacher to whole group (but. the group 1is widely spread out).

J. stands at the board where she has drawn lines across it, comparable to the
lines on the children?s paper. She begins with several letters,
usually completing a short word or .two. She describes‘%ach letter*as
she makes it, using formulas such as "teenager 't'", "pointy nose 'e'e",
"first a line,’ then a hump" for 'h'. As the year progreSsed and
children became very ‘adept printers, ‘some of these mmemonic formulas

dropped out. K _
C's call-out relevant comments from their seatg, saying "Wait, you're going too ’
' fast’, "I-can't see", "I know what that word says!", etc.

-Children are prodded to hurry up, sit down in their seats,. print‘carefully, etc.
“a godd deal of- poise ig tolerated as the C!s are generally working "on task”.
After the handwriting at tHe board is- done, J. reads the sentences with the
- children, sometimes calling on individuals, sometimes’ letting the o
children call out in unison.. S Teee
C's then work at their own pace, if they haven' ¢ finished and bring their paper "
up to one of the adults for approval and evaluation (a check mark,
a "very good", a scribbled star). /~~ //
Frée time L . » , .
C's are free to roam anywhere in the classroom, except in the area of- the teacher s’
: desk.. This is a, student initiated participant structure. '
~C's join friends or play alone; at their desks, on the rug area, at the blackboard
. or one of the larger reading tables. There is a game section (along
one wall of the room) and C's are free to pick any of the games (blocks,:
, felt materials, board games, etc.) and take them anywhere in ‘the room. -
Talking, even loud talking, calling to friénds across the room,. etc, 1is allowed. -
Running around wildly gets sanctioned, by individual name calling,” but mild rough s
housihg on.the rug-is- tolerated. . .-
~If the noise level gets "out of hand", the children are sanctioned as a group
("I'm sorry, but I.guess you just can't handle free time right now").
C's are told to be quieter or ‘else, if one warning has already been
issued, free time ends. In this case, C's are told to put things away ST
and go back to their seats. ‘ ) o

The Fourth Grade School and Classroom < _ | S -‘. .

The school is-a véry large (700 sfudents) ‘middle school (grades 4-6) with
hpproximately 50Z minority racial and ethnic enrollment. There is veryilittle
resegregation inside the school. By district directive schOOIvCIassrooms are -
. acially balanced to represent the same racial mixture 4s :the ‘school. - Although
_white students are somewhat disproportionately reprasented 4n high réading and ~
math ‘groups and in the Mentally Gifted Minor program, while Blacks are somewhat R
diasproportionately represented.in low reading and math groups and the ‘Learning:
Aggistance -rogram, these groupings have beén de-emphasized by the practice of -
_"mainstreaming" where special classes meet ror not more than one hOur or so a day.
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A Typical Day in Fourth Grade -

8:30 Bell Coming in from'outside :
8:32 - 8:45 * Getting settled ‘ '
: .geatwork on desk - __ S o
' _ roll L )
announcements - § ] T
‘ > lunch count ji/‘\s , L -
A ’ ‘ ? . * . ’ N :
8:45 - 9:55 Reading groups- ' T .
' Seatwork - T
10:00 Bell  Recéss '
10:15 Bell In from recess ' . !
10:20 - 10:30 Figuring out new spelling words
'10:30 - 10:35 Change classes for math
' 10:35 - 11:25  Math | |
11:25-11:30  Change classes
11:30 - 11:40 Spellipg‘review (or work on unfinished essignmente) e
11:40 - 11:45 ~ Get ready £or luach - - .l o

" clear desks
- ‘'get out book for reading after lunch
lunch tickets are discributed -

11:45 Bell - _Dismissal of whole class by row to 1ine up in the hall -
I S “ Tescorted to cafeteria by teacher - .
 "12:30 Bell Comin ﬁﬂ‘from lunch . - - - S~ - i
12:35 - 12:50 ‘Silent reading _ ’
(or 1:00 ' \ ' ' ’ .
12:50 - 1:30 -Major afternoon\iesson: o
: Language\\\\
’ T ~- Creative wriring < :
o o Social Studiee : -
' 2:00 - 2:30 Spelling test 'Y\\' e R
- o , alteruatively \catch—up seatwork period ' - B
' - rga\nized P EO ' ) . ) ‘V '- ‘ , .i_. ’ :_ e

‘dn. class .arg period e

\-.
AN

. 2:30 Bell Dismissal




This Qggmantation coincides ir rajor respects Qirh the teacher's emic
segmentation of the day as indicated in her 'Schedule .drawn up for Parents'
Open' House night early in the schoe% year: _ - .>;//
. "/ Bchedule
. 8:30 . ’ “Rpll,‘lunch.money, etc. Handwriting for children

8:45 ) . Reading (3 groups) . | . o
10:00 o ~ Recess ) ]
10:20 -. ‘Introduetion to sbeiling wores

10:30 | Math .
i - . Seellimg  y - )

11:40 o Give out lunch tickets-

: 12:30 ) ; ‘Silent reading ) )

12:45 ) Language

| 1:30 | _ - Social Studies

2:10 'Speliiﬁg test LT

L 2:30 " " Dismissal - .

Tuesday: (every ether Tues.) . . | ' .

1:30 . .. . . Library | h
Tﬁursdej:
1:30 - 2:30  Art in 104 ‘ ’

Occasionally the day s schedule was referred to explicicly. _Early in the
school year the time for lunch period was changed and the rest: of the schedule
was changed acccrdingly. When this happened the teacher posted changes on the
blackboard, ' Co - . L

ce

' s E Schedule posted on board ‘_ .
v8345 é‘Feelings (er reading group) g
9;15 o Seeret spaces (middle readingvgroup)
9:46 | _.Groéing}(ﬁigh reading group) - R

o 10:20 ©  Spelling




_‘o." o ' ) ‘ o | iR'EBL‘ o

Schedule posted on board - (cont.)

i

10:30 Math

. 11:30 Language :
1:00 Library _ ) . - .
2:00 Spelling

Teacher's lesson nlan and activity grouping

Within these daily segments, it becomes possible-to fccus on the major speech
activities and their corresponding norms of behavior and rights and igations
with regard to speaking and participation. Philips (1972) used the tRrm "partici—
. pant structures” to characterize the constellation: of these norms, atd rights and .

obligations, and showed that,these structures influence interaction and partici- R
pants' perceptions about what is going on. and,, over time, the amount of learning - - , -
that takes place. Erickson and his students (e.g., Florio, 1978) have shown that -
these garticigant structures change from activity to activity throughout the day,

each requiring the child to internalize a new set of norms and strategies in. order

- to behave appropriatelyu
- After four weeks we began systematic audiotaping in the classronm 4n order.

®to identify these participant structures. During the initial introduction of the T
tape recorders, into fourth grade each child was taken to a desk in the hall outside
of the classroom and shown how to operate the tape recorder. After a short re~
cording was made the child listened to the tape. At this time-it- was also
explaihea that we ‘were working on a project to describe how children learn 4n-
classrooms. We said that we needed parents' permission in order to record the,
child's participation in the lesson and gave each child a lettern:;dexplanation

-

and release to be signed by the parent. The tape recorders were legés consciously
introduced- into the first grade clags, and after initial questions were answered,
children paid little attention. "Parent permission forms were returned at- Parents
Night and with the teacher's assigtance. .
‘ We will now briefly chapatterize various segments of the day with.regard to the -
kind of talk that takes place, focusing most attention on cléarly bounded teacher ,
structured activities, such as reéading or math. , '

B

Getting;gettled - - T

W

.Participant structure: individual seatwprk A
Students are seated at their desks. An assfgnment is usually put on the" children 8.
desks before théy come- in the~ room. For.the first two months of the school .
térm- the work is a dittoed handwriting exercise..
K Mrs. Hayden gives explicit instructions concerning work- requirements for the .
begipaing of the school day: 'When you come in, sit down and begin
working on the cursive ditto on your desk. Trace the model first,
then imitate the model on the line below it. ‘When you finish, bring
_your paper to me or Miss Schafer. Then work on your reading or math . *
assignments. If all your work is finished, read your free reading book." . .
Later in the: year the work on the' children s desks is usually a. dittoed language
. . arts assignment, = .
Mrs. Hayden sits at her desk in the back of. the ‘Toom and”is awailable for students ‘
ay e

. : BRI T
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approach and ask questions privately. , ,
The rule: s that no more than 2 or 3 studentssshould be waiting in line to
speak with any of the adults in:the classroom: ,
"Use your heads, people. If you see that there are already 2 or 3
people up here waiting to talk to me, g0 on to something else for a
few minutes until somebody up here sits’ down.' - -
’ "I shouldn't see more than 2 people at Miss Schafer's desk."
Students confer quietly with each other: "Yours doesn't look like mine,
" look.", "I'm finished'--""Un unh, you gotta do that still."
Quiet talk is tacitly permitted. Mrs. Hayden monitors the noise and keeps it
at an acceptable level with group and individual sanctions:
"Hey, cut the talking, please, and get to work."
"I hear some yakking." :
‘ "Danita, I'm waiting for you to get to work "

o
!

'Named sub-segments of getting settled:

* ‘Roll

‘Announcements

Mrs. Hayden calls each student's name and studentsJanswer "here", or she
¢hecks the roll silently and calls only the names of students:
who are not at their desks: "Has ‘anyone seen Sean this ndrning?"

'

-8

- Mrs. Hayden calls for group attention, "OK .people’, and gives an outline of the

|3

. Participant. structure~' Teacher to

 morning's work schedule; directing attention to any assignments written
“on the blackboard, and ‘the order and times when she will meet with the
different reading groups. :
Announcements end formulaically with the statement' '"You all have work to do."
or "Everyone should have plenty to.do to keep ‘them busy while I'm working
with the reading groups."”

. Talk, movement around the room or sharpening pencils gets sanctioned during

‘announc ements .« - —_

wxeading>(grogp meeti g ) " | : _' *; . _ ‘ -"'l; o

ll group
Student participation is at the tedcher's direction and is mandatory. -
Mrs. Hayden moves to the table aisle of desks where the reading group -
- -meets and calls for. the reading group to assemble, naming the group
. by title of the reading book: :"Everyone in Pastimes, over here."
Stragglers are told to hurry: . "Derrick, we!re waiting for,yOu."a :

",

‘Phases - of activity within reading group meetin55°

Mbrkbook collection ;"”?f .
~ .

- As the children come - to the group they stack their reading workbooks in a pile L

‘in front of the teacher, open to the page of the assigmnment.

.Mrs. Hayden corrects the- workbooks while directing oral reading/recitation.

Oral reading/recitation ) I o R ‘ ' ‘
. i ’ '

‘Mrs. Hayden goes around the group calling .on each student in turn.to read a page e




§
in the text aloud or to give answers to questions on the dittoed
- -—-t-—ynrksheats that  accompany each story unit; -~~~ -
~Side. envolvement with peers or playthings is not tolerated and seldom occurs.

Piscussion of the story

°

Mrs. Hayden asks comprahension questions about the story, calling on students = \
on the basis of raised hands.

Students who come to the reading group without having prepared the assignment
or having read the story well emough to participate in discussion
are sent to their seats: '"Phyllis, I hope one of these days you o
decide to join the group by starting to do some work."- Alterna- - - S
tively, students may be kept in from recess to finish work on the "
assignment

Q—‘//

New Assignment : ’ ' .

- : - N

Mre. Hayden passes the corrected workbooks and answers _any questions concerning
mistakes, correction,  ete. .

A new assigmment is made in both the reading text.and the workbook and
the due date is written in the margin of each child's workbook page.

Mrs. Hayden dismisses the reading group and alerts the aext group that it wdill
meet in a few minutes. In the interim between reading groups children
approach the teacher with questions or problems that have come up while
she was working with the small’ group. -

Bt
3

Participant structure: Teacher to whole class

RMS stands fdr Reading Management System, which refers to a 'management by
objectives' program in reading. These sessions are taught by the
team 1eader, Ms., Girschwin, usually on Tuesday and Thursday
mornings. i

~ The content of the lessons is a series of units on vatious7reading "skills", ‘
" for example, there are anits on capitalization, punctuation, possessives,

distinguishing fact and opinion, finding the main idea, prefixes,
suffixes and their meanings, and so forth.

Prior to the lesson, Ms. Girschwin selects students to pass’ “out paper
or set up posters or other visual aids for the lesson: "Alright, ..
who'd like to gilve everybody a piece of lined paper. Who can do it
ltke a really wonderful grown-up person?" . Students hold their hands
high, anxtous to be picked. "Alright, Derrick, I want to see you give
everybody a piece of paper, really quickly and efficiently.” .

' Ms. Girschwin opens each lesson with a reiteration of what she calls the -

1lth - 13th commandments'
ll no talking, no whispering. , .
2). no banging, no tapping. . “ T
31 raise hands and wait. . : S

(1) and’ (2) explicitly prohibit the most popular forms of side involyement
du;;in° lessons and (3) wefers to rules for partieipation in the 1esson.u
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Ms, Girschwin attempts to giye everyone an opportunity to contribute;
"Somebody else, I see the same hands." '
" Occasionally a form of chorus in unison is used ‘as a mnemonic technique,
Children repeat the same phrase over and over, louder, then softer,
. and with accompanying finger movements at the teacher s directiom.

Silent Reading_ o , ) ) . _ &

o

Participant structure individual seatwork ,
Before the children are dismissed for lunch, Mrs, Hayden reminds them to clear o
‘ everything off their desks except their  book:for silent reading.

~ When the children re—enter the classroom following lunch they are expected
to pnt their coats in the closet, go to .their seats, and remain seated
quietly with their Books out.

Silent reading.is the fourth grade counterpart to "rest period” in the lower .
primary grades: - Students do. not have to read; they must simply remain
seated with their 'books out. Some students read, others rest their
heads on their desk and drowse.

Intaraction with peers is¢proscibed behavior, as is doing other assigned work

: "Amos and Lucy, it's not flirting tﬁme "
"Leslie, -put your math away. You're supposed to be reading.

'The teacher intends that this activity be a calming down period following the
overstimulatiOn of lunch.

‘Sanctions’tend to- Be mild and directed to the noise level of ‘the class: "I have
a noisy class." "I don't recall telling anyone to talk " '

Seatwork during Readiug

Participant structure:- individual seatwork
Students who are not in the reading group meeting work at their—desks on the

. morning Getting Settled assignments, reading assignments or math homework

. assigmments. v
Quiet talk is tolerated as long as it does not disturb the reading group meeting.
There ts a high degree of work interdependence during seatwork.
Students cooperatively figure out what to do and compare answers

< Moving around the-room without an apparently legitimate errand (such as-
sharpening a pencil), talking loudly, or interrupting the reading

S .group. to ask the teacher a question are forms of behavior that gets
: ’ sanctioned
Math |-

vParticipant structnre{ATeacher to;whole class
Fhases of activity within Math.,~

Changing classes for Math

~

- Mre. anden alerts the class to put away other work and take out their math
) . -'text and assigmments: "Get ready for math."

.’Slightly'more than half of Mv=_ Tirden's students take math with Mrs, Perry
. the other 4th grade teacher onm the team. Ten of Mrs. Perry

‘come to Mrs, Hayden's room for math. - Grouping is donme on the basis
of math placement.tests at the beginning of th~ year.to form a high

A . r T~
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and a low ability group for math instruction. Mrs. Hayden takes the .
. smaller group or behavior problems. : ,
Mrs. Hayden directs the students to change classes for math: "Thase students
who go to Mrs.Perry's class line up quietly at the door. You may go",
She watches at the door as the students file down the hall until they,
round the corner to Mrs. Perry's room.
Students from Mrs. class arrive®and find their seats.

Homework collection/Minute Math

Early in the year Mrs. Hayden is attempting to establish the principle that
assigned work must be completed. There is a aaily assignment of
math homework to be turned in the next day. -
-Students are to put their completed math homework out onqtheir desks:
"I want to see your homework out on your desks."
Also on the children's desk i3 a dittoed sheet of math problems. This.
~ "Minute Math' test is placed face down on the desks.
Mrs. Hayden says ''Alright, you may begin" as a signal that students are to
turn over the page and start working. The "Minute Math' is to be
completed in the time it takes Mrs. Hayden to collect. homework papers.
Mrs. Hayden walks around ‘the room collecting homework .recording zeros in her
roll book for those students who have.not completed the assignment-'
"These zeros stay zeros until those papers are turned in." o
The names of students who have not done the homework are”also put on the black-
‘board. These students must stay after class to write a note to their
Parents explaining that they have not completed the :assigned work in
math. Mrs. Hayden adds her.own short note. Students must have these
notes signed by a‘parent and return them the next day.’
Talking is mot permitted during 'Minute Math'. The penalty for talking during
- _this or any other tests 1s that the student's paper is thrown away:
"Oh, I hear talking. Do I have to throw papers in the basket?" —
By Jannary, most students have learned to complete math homework assigrmeénts. °
The workload lessens somewhat, students are more proficient and most are
~"able to complete assignments during clase time. The homework collection/
- minute math phase is replaced by test on . multiplication facts' giveq \
arilly by’ the teacher,
Daily test scores for each student are graphed on a chart hanging in the class_
room. -
By March most of the students haVe earned a paperback book of their cihoice
as a prize for having "perfect scores" on the multiplication tests
: for ten days in a row.
- Mrs. Hayden asks if everyone has finished the test ‘(Minute Math or Multipli- !
cation tables). Students.may be given a few more minates to finish. i
Students raise their hands in anticipation of being selected to pick up the l

papers. . :
Cne' or two students are chosen to pick up papers and put them on Mrs. Hayden s
\ desk. 4

Boaré!g k _ ' : _ y

| Students are called on 4 to 8 at a time to work problems on the blackboard in °
4 ' front of the class, - _
Each student gets a turn to put a problem on the Board and solve it.
Students may make quiet comments concerning the ‘Boardwork or call out agreement
~ng - or disagreement with the solution: "Look how Reggie makes his nines.
«ix  He jnst go like thac," "That s what I got "



The whole class then checks each problem orally in untson led by the geacher,,.
In May and June the homework collection/test phase of lessons .is discontinued.
Hath problems are written on the hlackboard when Mrs.,Perry
enters: the room. .
Students work the problems individually at their desks.
Mrs._Eanson calls on individual students for their answers. She asks if
anybody got a different answer and calls for a show~of ‘hands. to
. indicate agreement with the various. answers, N .
The whole class then chacks each problem orally in unison to see who is right.
Students mark their own papers or exchange them with a partner for currection
based on the answers to the proBlems on tﬁe anrd.

' New Lesson

.Mrs. Hayden stands at the front of the class and introduces the next unit in
the math text.

The new lesson is usually deVeloped ‘through question and answer recitation.

Students get called on by raising their hands. —

"Alternatively, Students may be called on to redd segments of the text aloud or
the teacher leads a call and response drill on a particular point:

T: -3 x.4 apples -
- Ss: 12 apples ' _ L
T: 3 x 4 shoes - S L
Ss: 12 shoes
T: 3 x 4 tens’
Ss: 12 temns
Talking or other side involvement is not tolerated

,.New Assignment

. Mrs. Hayden makes a new assignment, typically one’ or two pages in the math text
R and a dittoed worksheet.

The teacher works, through 2 or 3 problems as an- example, calling on individual
students or calling for. group responses in unison. :

% : Cor

Worktime for Assignment

This phase of math is a period of time for seatwork on the new assignment._

Studenes may talk. quietly, sharpen pencils and approazh adults in the classroom

' ‘for help, as in ‘other seatwork activities. :

Students vho need extra help may be assigned to work individually with the math
aide who comes to the class for this period.

Ddring this time Mrs. Hayden corrects the various math assignments ‘or tests ‘and

4 passes back corrected work.

As she corrects papers shé may call individual students to her desk to go over .
persistent errors. :

Changing back -

Mrs. Hayden directs: Mrs. Perry's students to line ‘up at.the door and then. dismisses
' them to return 'to their regular classroom.

Mrs. Hayden s students returning from Mrs., Perry' S, class files into the room and
takes . their seats. . - P - B
ooming into the room noisily will Be sanctioned, Studentsaare sent back into the




hall and told to come in again, quietly,

o

Spelling

_Spelling 13 a slot:activity in that it fits into°a small span of time between
. other major activities, for example, the 10 minute slot following recess
--10:20 - 10:3Q0 ——before math, or after math -- 11:3Q ~ ll 40 = before
. s hnCH .
Spelling has a recnrring weekly cycle in addition to the daily unit of work.

-

Introdnction to new'words-JMonday

N

-

‘Participant structure: Teacher' to whole class

.Students have a weekly list of new and review.spelling words.

At the Beginning of the school day or Before the children come into the classroom;:
Mrs, Hayden writes the new spelling. words on the blackboard ommitting
the vowels; just the consonants are on the board, with a space for the
- omitted vowels: SP_RKL D ,

During the 10:30 or 11:30 slot, the children figure out the new spelling words.

- Mrs. anden stands at the blackboard and calls on individual students to guess
- the missing vowels, _ .

Verbal participation is voluntary, on the basis of raised hands. '

. There 1is some competition between students trying to guess what the words are.
Students who think they know wave their hands in the air and call
"ooh ooh" wanting to be called on, or "Darn! That's what I was gonna
say." when another student supplies the correct vowel or guesses Ll
: . the word. :

After the new words are identified, Mrs. Hayden leads the class in spelling the
words aloud in unison. The format for this is a visualizing activity, -
‘as follows: Say the word. Point to each letter as you say each letter.
Look at the word. - Close your eyes and visualize the word. Write the
word in the air with your index finger, saying each letter as you write -
it.” Open your eyes and look at the word. . \

After a few rounds of the visGalizing -activity in unison, Mrs., Hayden calls on

’ individual students to spEII the word while keeping their eyes closed.

i

“ Spelling Assignments -~ Tuesday and Wednesday ' o .

Participant"structure: individual seatwork -

Spelling assignments are incorporated in the morning getting settled' work
agsigmments,
On Tuesday,. students are given a dittoed list of all the new and review spelling
- words for the week.
Students are assigned to write a sentence using each of the spelling words.
On Wednesday the students are given a dittoed spelling worksheet.
Typical exercises include:
1) write the words in alphabetical order -
2) write.the words which are verbs (doing)
3) write the 'nouns (person, place, or thing)
4} How many words have one syllable? two? three’
5) unscramble the- following words.
6) write the word typewriter' and make as many words as you can from the
letters. .

!

!
i
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Review_ : “

Spelling review is a slot activity. Studentg are also given about '10 minutes
to review before a spelling test, :
Spelling review is handled in a. variety of ways; ‘ ' ' ‘

- As a whole group activity led by the teacher., The visualizing routine
is used, as descrihed above, -

- As a self selected activity with a partner, Students are told that they

‘may pizk a partner and study their spelling words, Students also have
the option of doing other work individually at their desks. Stndents;
aze told to use "whatever method of study works for you." _
Usually students elect to take turns testing each_other on the spelling :
1ist. - _

- As an individual seatwork activity. Students sit at their desks and
-write each word without looking, then check it against the dittoed
spelling list. This form of study is used frequently as a review before
a spelling test. . )

>

e : o
Test = Tnesday, Thursday and Friday

Participant structure: Teacher to wﬁole group

Mrs. Hayden tells the students to clear everything off their desks except for
a pencil.

Students raise their hands in anticipatiOn of being selected to pass out " paper.'

One student is called on: "Terry, would you give everybody a piece of the small
lined paper, please."

Mrs. Hayden calls out each word, uses it in a sentence and then repeats the word

If a student is seen-fo be cheating, for example, by looking on . a list of words
sticking out of the desk, Mrs. Hayden throws the spelling paper. in the
wagstebasket. - This is also the penalty for talking.

At the end of the test Mrs. ‘Hayden goes around to each student s desk and corrects
the test.

Mispelled words are to be written ten times. L

Spelling tests are usually the last activity of the day. Students are dismissed
- individually as the tests are corrected or the ten times word lists are
. completed. :

Ecosystems (Science)

Participant structure:: six small groups with student leaders §

..Ecosystems ts a SCIS oBservgtional 'learning by doing' science unit.’
This activity took place from March  through May. Six permanent eco-
. systems groups were formed by Mrs. Hayden, each with a designated
student as the group leader. Mrs. Hayden and Mrs. Perry
exchanged classrooms to conduct formal ecosystems activities.
Each group has an aquarium with algae, daphnia, guppies and snails, and a.
terrarium with alfalfa, clover, rye grass: and crickets. - —
‘ . ' Each child also has an individual cup garden of peas and beans.
: Learning by doing activities involve setting up the aquariums an-
terrariums and keeping records of changes in-population and environment.
Children are charged with maintaining the aquariums and terrariums,
-watering, fishefeeding, etc., outside of the official scilence activity
time. ‘o
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After lunch, Mrs. Hayden ‘announces that Mrs. .will be taking over the

class for ecosystems and that she expects respect and helpfulness.
Mrs. Hayden leaves the room and Mrs. arrives.
Mrs, . gives gemeral instructions at the beginning of the activity and
;. writes the official terms to be used in recording obserVations on the .,
a BlackBoard.

A large portion of the period is taken up with dispensing materials. containers '
: . labels, observation sheets, soil, water, seeds and wildlife,
Fach group ia assigned an area of desks as a work space. Children pick up the
aquariums and terrariums from the ecosystems taBle at the fronmt of
the room and take them to their group loeidtioms. :
Mrs. calls each group leader to come to the front of the room and pick up
- supplies for the group, (thermometers, observation sheets, etc.) Although
each group ‘has named and labeled their aquariums and terrariums, the groups
are called by the name of the group leader eg. Ellen's group, Leslie s
. group.
A great deal of noise and movement is tolerated during group meetings.
Disputes within and between groups are frequent -- arguments over.
who gets to do what, charges that someone is splashing water with
the thérmometer or hogging the water bottle, etc. A
Lively discussions also occur — debate over the relative merits of gnppies
. vs. goldfish, tall. of: infanticide among guppies.
. Children approach the. tgacher to ask questions and’ complain 3QP“t the behavior
i of other children.
The teacher does not intérvene in children's disputes.
When Mrs. stands at the blackboard and calls for the attention of the
-class the hubbub is supposed to stop: -"Boys and girls, I'd going
« to write the names of  the plants on the board These are the official
names."
Talk or' movement around the room when the teacher is talking gets sanctioned. -
Children are sent out into the hall, made to stand in ‘front of the-
room facing the blackboard, or their names are written on the board

to indicate that they must go 'to .Mrs, . room after school for. -
detention. : :
- At the end of the hour, Mrs, leaves the room without comment leaving the

. \ children involved in recording their observationms.. -

Mrs, Hayden returns to the classroom and alerts the group to the next activity.
Children are directed te-clean up and return the terrariums, aquariums
and other equipment to the ecosystems table.

L;_gggge Writingl 'Mbdel' Lessons

Participant structure° Teacher to whole class = = —-——
. Language, writing and mcdel lessons taught by district personnel are teacher to
' ‘whole class activities with very similar formats, A _
Phases within these activities:
Lesson (or pre-writing activity) :
Assigmment. and check that children understand what to do
Seatwork on, assignment .

- Lesson

Mrs, Hayden alerts the class to the change in activities:_"Alright‘people; you
: may put your reading books away and take out your language books." ’
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Before starting the lesson Mrs. Hayden attempts to secure group attention,
sanctionins talking, movement: and other forms of inattentivenesa,

. "I did not say to talk."
. "Where's your language book Sandra?®
- "Kitty, there's no need for you to sharpen your pencil
-~ right now," .
- "Quit_playing with_pencils. Babies do that, ot grown up fourth
graders." o . : o _ o
The body of - the lessen i3 developed through question and answer. recitation.
Children raise their hands to Be called on.
‘ Prequently an overhead projector is used, or Mrs. Hayden writes the words or
"sentences that the children guggest on the blackboard.,
Children are exhorted to listen ‘very carefully and apply what they know. .
Side involyements or day dreaming gets sanctioned' "Gabriel' s off in Timbuktu,
again. Pay attention, man."

___ggggment and chieck that children understand what to_ do .‘

Mrs, 'Hayden reads the directious for the assignment aloud or calls on
o students to read aloud,
‘The first 2 or 3 questions on the assignment are done in front of the class
as an example: "OK, what.-will go in the first space? "Margo, What are
: " we going to write’" _""OK, fine. How do you know?".. S &
.In a writing assigmment one complete example of the exercise is done as a whole
group activity, foriexample, the class collectively writes an expository
. paragraph containing an' assertion, proof, and conclusion. Mrs. Hayden
then goes around the room asking each child in turn to tell what he or
- she is going to write about: "Leslle, what is your assertion?" ’ - -

v

Seatwork on the assdgrment

‘Participant structure: Individual seatwork as described in 'Getting Settled'
Assigrmments usually must be handed”in-before being dismissed to go home.
' Alternatively, theY,arQ due first thing in the morming-the next- day.

Liﬁragz '

.,LiErary activities vary Usually children wander aronnd the library with a
© " friend looking for a Book. When they have selected-a book childrem are
dismissed individually to go baokvto the classroom as they check out with
_ - the 1ibBrarian aides., .
»Other activities are formally conducted by the liBrarian.
. giving a guided tour of the. 1ibrary
reading a story aloud to. the class . '
displaying special iaterest books, sports, mysteries, etc. : R
giving 8 short. lesson on using library reference materials’ ey

— . ) B . o 7

Differential Access to Learningrcpportnnities

, Tﬁe main thrust of our research.has been under this heading, the work re—"
- ported in these studiesrmade by Collins, Michaels, Michaels-and Cook . Gumperz and
v Simone and‘MurpBy, ALl document ‘in different s&ill areas how differential learning
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BEYOND ETHNOGRAFEY °
SOME USES OF SOCIOLINGUISTICS FOR
UNDERSTANDING CLASSROOM ENVIRDNMENTS .
John J. Gumperz - Uniyersity of caltfornia, Berkeley ’
Jenny Cook-Gumperzl- University of Califsrnia, Berkeley o

[§

In ‘this paper we will survey some recent. directions in the ethnographic
study of clagsroom interaction and then suggest that the analysis of language
and conversations in classrooms can provide us’ with both a perspective, and
some evidence, for solutions to problems of urban schools and children,
' Cleerly schooling as suchri;:not the sole cause offeducationsi,failure;
'Society‘has its ownpowerfulselectignrmechanisms wﬁich.may override*even the'
effect. of many classroom reforms (Ogbu 1978), and yet it is also true that if
we look beyOnd the macro trends to individual careers, many students of minority
background do quite well under conditions that lead others to fail. To under- _’
stand modern educational problems we need to know how and by what mechanisms |
cultural political aud ‘economic . factors interact with specific tesching .con-
texts to affect the acquisition of knowledge and skill. That is,_we need to
provideffor the linking of explanations at the level of institutionalfPIOCES§eS..
" of cultural transmissions right through to the. understanding of the details of :
: the datly practice of teachers and children in classrooms. -
‘Interesting initial.insighta intoruhat takes_placesin the_classroom"come.
fram the/early autobiographically~oriented.writingS'of teachers;themselves,'
such as Holt (1964) Kohl (l967). and Rozol (1967) These writings pointed _:
to-the contras: between the officialidescriptions of curricula and program 7

3oals and what actually takes place in the classroom.~ They provided an ﬁm—

petus to the increasing awareness ‘of ‘the need for ethnographi-that is, situa-'

tionally specific-descriptions of the processes of conducting 1essons and organizing 4

y

classrooms as euwironments for learning,_within mspy.different_school_situationS,;;cii‘
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Our growing trderstanding of the classroom environment can be attributed

to these ethnographic studies; we will now summarize briefly some findings

for research on classrdoms as social environments.

zyQ,Ethnographic Evidence for the Classroom as’'a Social Environment

Some of-the'most revealing of the'recentvclassroom ethnographies

concentrate on the contrast between home and classroom learning experiences.."a
uIn one of the first and most influehtial of these," Philips (1972) compared
patterns of classroom participation among reservation—reared Indian children,_i?;;ﬁ
and among non-Indian children. She found that the’ Indian children partici-'*'r-.ny
pated more enthusiastically and performed more effectively in classroom |
-jcontexts which minimized the obligation of~individual students to perform‘
in public contexts and the need for teachers to control performance styles :ff;:*"f
" and, correct errors. Preferences for these contexts reflected the kinds of
relationships that the children were accustomed to on the reservation, where'
" lateral networks of children in groups were more important than hierarchical
‘role-differentiated networks of adults and children. . Philips attributes

the generally poor school performance of Indian children to the far greater
frequency in conventional classrooms of conditions mhich, for«them, create
Hunfamiliar and threatening frameworks of participation.q,She proposed the
_ hotion of "participant structure" to characterize the constellation of norms,p'

'mutual rights and obligations t~at shape social relationshps, determine i~”

particinants perceptions ayout what goes on, and influence learning

n.

‘Philips findings are supported by a number of other ethnographic investi- gAK;ﬂi

. I.‘ . \ . ' ) N
gations where learning or failure toxlearn have been attributed to Ly
discontinuities between the participant structures of the home and

community and those of the’school:_ Native Americans (Cazden & John, 1971

~
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Dumont, 1972), Atro—Americans (Heath, 1977; Kochman, 1972 Labov, 1972),
-Hdwaiians (Boggs, 1972),'rdral Appalachian whites (Heath 1977), and working
class British (Bernstein, 1974) ‘have. all been studied

Lhese studies highlight the point that children s responses to school
tasks are directly influenced by ‘values and presuppositions learned in the :.«:
home. uThey demonstrate;moreover that classroom resources~or social.groupings “a

of teachers and students are not the primary determinants of learning. What

is important is what is communicated in the classroom as a result of a complei
process of interaction between educational goals, background knowledge, and

what various-participants over time perceive as takiug place.

. 'How can we measure or studyﬁthis communication process’ The bulk of

the evaluational measures of - .. m performance that have been used over
~tﬁe\last few decades in such systems as the Flanders System of Interaction
Analysis (1967) build on the tradition of small group studies developed '

,

by Bal\s\ Anderson, and others.
These methods havehbeen valuable in pointing to important differences

berween suburban and inner city classrooms. Leacock (1969), who used

in'Araction analysis in connection with her ethnographic work Eound ;

- ‘teachers in innen\city environments to. be more controlling, more critical

“and less accepting\bf childrenfs Iearning errors than:their~suburban

" ‘colleagues. She argues that since classrooms are part of schools and

that since teachers operate within a system of educational knowledge

and ideology, this ideology is bound to influence teachers strategies.

TPat is, the prevailing soc\b-cultural attitudes affect teachers

p.evaluations in dpecific classroom events and although these appear

: 'momentary in any observation, if they influence recorded evaluations,

A
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‘they.are then fed back into the bureaucratically constructed career profile-
of individual children.lkFurther impressive evidenceifor the‘importance of‘
. teachers' socially conditionedfexpectations.influencing evaluations and iu
determinihg individuals':progress is given by Rist (1923}_fln‘this way we
can beginbto see how social factors'and,the,climate of opinion outside:of.
the classroom ‘may enter into the classroom 1earning process.

But useful as small group measures are in demonstrating that cultural -
.differences do create problems in»the'classroom, evaluation‘measures have -

been unable.to account for.the'full effects of classroom environments. ~ One.

difficulty~is that the coder's interpretation of behavior rather than the

°

actual - behavior is the basis for anal rsisg. When interpretations of behavior

differ .as they do in most ethnically mixed classrooms,,there is no way to -

safeguard against cultural bias in evaluating performance and to distinguish 'E'j\f*

between differences in cultural style and differences in ability Without-

\

reference to the actual process oE interaction, nothing can be said about

how participants react to and make sense out of particular tasks.ﬁ
. -l :

Some qualitative insights into everyday processes cf dlassroo nter-

‘actinrn ‘come from—the micro—ethnographic analyses of Erickson and his students

(Florio, l978). Among other things~this work has shown that'it cﬁnnot be -

. l
1

assumed, as the earlier small groun analysts ‘had assumed, that the! classroom

/

. i :
constitutes an undifferentiated structure whe:e teacher and child nteract 5
. -\

pors

as individuals., Interaction processes ‘are at work within each sett ng that

lead to subgroup formation: and determlne the contexts which\guide and channel

~,b.'1vior. : - ' _ . , :“1!,h

@

’M. The value of - these ‘methods is that they provide replicable ways of

discovering types’ of behavior that are not ordinarily commented on but
1

which nevertheless guide interaction, and reveal the unstated . conventicns -

u
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that may influehce teacher evaluations of student performance;t Erickson's

study of nursery schools, for example, shows that in the course of a typical

class session the\children move sequentially through different types of
\

Q
participant_structures; Some of these have established _names such as
. S ! * ©\

- 0K .
'show and\tell ! 'story telling,' others do. not. But each involves different

1

5

modes of oOOperation and learning, as well as rules for the evaluation of
.behavior and for the interpretation_of what goes on. Chi ldren must 1earn

what these structures are,. they must know how transitions‘between structures

L

are signalled, what behavioral strategies are required to gain the teacher' s
attention or to secure cooperation of the’ peer group. Knowledge of strategies _
,appropriate to these structures is,a precondition for'obtainingkaccess.to'

,1earning.- . : o - . , S

McDermott applied similar techniques of nonverbal analysis (1978) to

Py

an investigacion of the process of getting turns at reading in an urbag

8

' elementary school. He was able to show that because of the organization
of the students into separate sub-groups and because of the teacher s ‘
definition of. the lower group as requiring more explicit and consistent

"direction, much of the teacher s time with. that _group" is spent in looking
ar hd.ehe room_to ward off,possibleﬁinterruptions and similar,kinds’of
control behauior; . - - ~

McDermott s'findings recall those of an- earlier informal ethnographic

o

account carried out in Berkeley (Lewis, 1970), which describes a reading

\

“lesson in which children seated in an informal group arrangement are

successively called on to read Sentences in a story., When a Black child

fails to make a. phonetic distinction between the vaels in gin and pen

:the teacher who had recently been to.a lecture on, Black dialect and’ had

et . : 0 [ . K . ! ) l - )
i
.
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learned that a) failure to make Fhis.distinctiqn 1s a feature of the

~dialect of many low reading Black children, -and.b) 'proper.pronunciation’
. . ‘\‘ L. . ¢ - ¢ - .
is a precondition to reading, writes the two words.om the board and asks |-

\\
\ . o ) ) o

the child to pronounce the two words in isofation. When the child. still

4
. does not make the distinction, she removes .the.child from the group and
- i - : . . v . . . B X

asks him to “join’' another low reader in the corner of the roBm; telling

him to Practice.his-letters;' In thézminutes that-followed,;hig {ncident,

‘.

- - . » ‘ . - . N
tk  two children who hdd been singled out took a reading gane and started.

't°sW°rktWithiit enthusiasticaIly,fmaking a c0nsiderabLe amouni'pf noise,
nhereupon the teacher said: ustop pléying and- start %Otking " Iﬂ interi .
| v .

preting what ‘went on here." ‘it must be noted that the linguistic fact at

+

~ 1gsue here, the failure to make a diStinction between E and E is

: °hara°‘e’15‘i° of ipproximately 80 Percent of the Black children‘and» S A

° ' -

70 percent of the White children in California. In that very group, in

o

¢.

fact, there was a White Child who also did nott distinguish between the R el

two vowels, but perhaps because of the aSSociation of ethnicity With the"ﬂ'

- D

,phonetic featﬁfe_inyolved ,the teacher failed to nocice this. In any v :r :'-f!

— . , .

case, it -seems doubtful/that the. Chlld who was asked to ieave the reading .

group ““der3t°°d the Feas°“ for his being singled out; the effect of this - '~
. T A it S o
incident was to remove the child from Situation g..; he might have learned.¢ S

® 4 ‘o .- . Y
: hd D JEN'Y

: ‘ﬁ:i-ul. . , . R : -
I e , T '
" In each of these examples something is being conveyed either through
words, or movements or gestures, which when interpreted by participants R
in relation to their background social knowledge serves o channel inter— ;a.‘

PN

k

. action. Our pecial task, if we are to provide the linking thAt we’ spoke ;.{&_

. A N

. pof in the beginning of this paper, is to explore further the relationships




bgtween words,cvocal; and ‘kinesic systems_and'the.interpretive procedures )
"iof'participants..?We now that children, teachers, and outside observers
may teach different'understandings depefiding on their social experience

and their knowledge of the signals that participants use. It is for these

reasons that werneed_tu-know more about the process by which specific social

meanings and converitions are created through conversational exchanges and

to explore more fully the uses of language in the classroom.

5
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Micro—ethnographic studies of non-verbal behaviors are highly successful

3

in revealing previously unnoticed features and unspoken norms of subgroup
formation and social presuppositions which affect classroom learning, but

-we also need to know more about specific patterns_and conventions of verbal = Sy
S N ! > ) V i

usage.

" Language in the Classroom

Perhaps the best known and the’ most recent systems for analyzing class-
"'"room*ianguage~are -thoge~of- Bellack -(1966)-and-of~Sincladr. and -Goulthard - owome
(1975): both of ‘these systems ,propose that the structure ‘of discourse in

the classroon arises from sequential c0nstraints on selection such that

\ - .
types. \That is,. verbal interactions among teachers and students in a

classroom are conceptualizgd as moves in a Wittgensteinian 1anguage game

3

|
:

that follows implicit rules of - behavior. Further, the Sinclair and Coulthard

syStem has finer detail in that it specifies the role .of boLh grammatical

T

forms and comtent in the functioning of these classroom moves.,

Though an important step forward, both of these analyses are limited

A by the fact that they are based ‘on dat *_collected in experimental situations

o . . ¢

- o
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where- teachers were instructed to teach predetermined lessons and what
was examined were their actual lectures. The social significance of

classrodm speech is evaluated in terms of profiles of utterance functions.

- Yet since function is caken as,a/éiven, what is in fact studied is the
significance of teachers' and students' moves in relation.to the stated
lesson goal.

To explore the ways in which social meanings are generated and

¢ . '

interpretation of specific sequences of words and actions given, within
the flow of ordinary classroom talk, ic is perhaps necessary to take an

approach which starts with the central issue of the atcribucion of meaning
and intent to specific uccerances both in and outside offthe classroom.

-

Such an approach,-as that taken by the linguistic pragmaticists to . the

scudy‘of a&u1c~child verbal interaction, requires that classrooo talk be
seen as funccioning in its essencial forms as any ocher conversational
exchange.‘ The linguistic pragmacics approach builds on the speech acts
‘theoriscs discinccion becween propositional concent and illocutionary

/ '

force, to focus on participants' interpretation of message intent (Ervin—

Tripp, 1977; Ervin-Tripp & ﬁiCchell—Kernan, 1977; Garvey, 1975; Keenan &
Schieffelin, 1976). The focus of the analysis here is on what Searle
~calls "utterers' meaning" (1975), that is, what a speaker incends to
achieve By an utterance. By caking account of the linguistic and extra-
linguiscic settings 1n which a sentence occurs, ic can be showm char\\\
speakers and listeners regularly build on concext dependenc presuppositions
to arrive at in:erpretacions which are often quite different from their
liceral meaningsr Given chis approach, 1f a ceacher is heard to make a

statement such as 'l don't see any hands' when 21 question has been asked

SpQn
(5]
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and several childfeﬁ begin.t; call out, this statement can be analyzed -
as a request for a éhow‘of hands and_g.diéggtive toibe duiaé. Eragmétic9
ﬂanalysesvexplain some highly si?ﬁificant aspecﬁs of Ehe conduct of
conversati‘bs. But, they assume that_linguistic mechaniéms involvea inv 'b
intetpretat?on of speakers' intent can be‘anaiyzed entirely in terms QEW
grammar and lekicoﬁ, and that Qhat the content is can be detefﬁined an
the basis of extra-linguistic informationm. Wﬁen, #s ;s the case in a
classroom, setting and partiéipants are-consgant, it is‘assgmed that all-
éonVersa;iohalisgé share one definition of the,situation.¥zThere is‘ﬁo
attempt to account for the changihg nature of participant structures and
for the role of verbal and nonvérbai signs in signalling these chaﬁges..
Furthermore the major problem of urkban education, the pfdbiem of
differential learning resulting from the varying effects that similar
-teaching st;ategies And’classroomvconve:éational sequénées may .have on
students. of different background;. is not dealt with. This aspect was
taken up in a recently completed year-long study py Cazden and Mehan
which focuses directly on pafticipant;structutes. Cézden sefbgd as the

teacher in an ethnically mixed urban classroom and in the éburse,of her

-~
\

daily activities was able to build a number of\interesting experiments

into her teaching schedule. One of the main coaﬁgrﬁs of this study was

3

to show how Sméll group participant structures are g{i:ctedwiﬁ conversa-

- tional practices and to elucidateé teachers' ~nd students! discourse

st1 cegles. Among the important"findings'citéd in preliminarz\reports"
are, that while children and adults have different»ways}offforéslytiﬁg
what are functionally similar tasks, teachers on the,whqleﬂrg;y;mqpe on\\\T

. : ~

lexical specificity‘while children rely moré on context; these differences

-4

-
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do not.resultain differences in efficiency of communication or teaching
efficiency.' (For similar finding-, see Gumperz & Herasimchuk, 1972;
3 Cook-Gumperz, 1977. )
MQazQenwandeehanitake,an interactive approach which_concentrates
on the mechanisms through which turns at speaking are assigned ‘and verbal
interaction is’ controlled. Their theory builds on. the ethnomethodological
studies of conversaticn (Garfinkel & Sacks, 1969; Sacks, Schegloff; &

Jefferson, 1974). What is examined are;constraints.on.sequencing of

utterances as they appear in such naturally occurring instructional

routines such as'teaching the content of a story, teaching problenm
so .ing strategies,'and gi"ing instructions;

Ethnomethodological studies of conversation have made a basic

contribution to sociolinguistics by demonstrating that speaking is not

simply a matter of individuals saying what they want when they want to -
say it. Sacks and Schegloff_haye pointed out that conversations of all
kinds are characterized by: one, adjacency pairs, such as guestion-

By ' ' R : .
answer, greeting-greeting, request-acknowledgement, where a first

‘'utterance creates a necessary condition for.the second; and two, that

P C .
! -

such intersentential ties consticute an important EESocrce for conversa-
tional management (Sacks &,Schegfoff, 1975). Following a similar iine

of.feasoning Mehan demonstrates that instructionai talk differs frcm |

casual conversation in that it is based on a tripartite structure of - —
initiation—response-evaluationh . e

Findings“such asjthese clearly.shcw that participant structures

are in large part created and sustained'through discourse conventions.

Like non-verbal signs these discourse conventions are rarely overtly
> T

U
(03]
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th; nstructional process. We can assume that to the extent that learning
is a function of ‘the ability to sustain interaction, the child's ability .
to control and utilize thase conventions is an important determinant of
',educational success. But focus on the structural underpinnings of verbal
interaction is not enough. We must go on to determine how this discourse’
anowledge is acquired and practiced in specific educational contexts, and s

<

how differential practices can result in educational evaluations that are 1
o : : .

-

based on communicative misunderstandings. To do this we require an ever
fuller theory of the prdcesses of communication.

One way of beginning to accomplish this goal is to apply methods which

build on the linguistic pragmaticists distinction between propositional

content or literal meaning and illocutionary force or intended effect to

.

analyze conversat ional management in classroom activities. Work’ carried
o

out in Berkeley during the last few years has begun to develop methods

for- analyzing verbal strategies and to isolate features of the verbal

message which are rhythmically coordinated with nonverbal behavior and

which also reflect the operation of participant structures (Bennett,'

Erickson, Gumperz, 1976; Gumperz & Herasimchuk, 1975; Gumperz, l976),

e

When applied to classfoom -nteraction these linguistic measures of
8

T

/verbal behavior can serve not only to simplify analytical techniques but

‘can also enable us to establish .a more direct relationship between the
interpretation of speeific utterances and what goes on in the—classroom.
| The initial problem that any potential conversationalist faces'is

to create yhat Ervin7coffman'has talled conversational involvementg'that

is, to gain others' ‘attention and to sustain their participation in talk.

< . . - ) BN
. K
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To do so.participants must at least in very gemeral terms--explicitly or
"'implicitly-—agree on what the interaction is about. ‘That is, even though
~ they may differ on specific details of what is meant at any one time, they a

must at least share some basic expectations as to where the talk is going,

or what is likely to follow Without this sharedness, interactants are
likely to lose interest, interactions tend to be brief or. perfunctory,
and productive exchanges are unlikely to result.

When participantsfare questioned or analysts are asked to describe .

" a conversational sequence, they are likely to resort to descriptive labels

such as: A was telling a story,about X, exglaining why he/she did X,

teaching B how. to do X, giving a lecture about'i,_interrogat ng B about X, |

, or chatting with B about X. Such descriptive statements are generalizable
in terms of what ethnographers of communication have called speech events /
(Gumperz & Hymes, 1972) or psychologists and discourse analysts call’ scripés,v“
frames, or schemata (Tannen 1979; Shank & Abelson, 1977) One might be /

[

'tempted therefore to argue that the study of conversation must begin by /

describing and listing these:broader interactional units and then go on f

" to state how and under what conditions:they are used, and'what styles of
speaking they require. This type‘of'description_presents no serious
problem.in the case of the.bounded event, such as ritual performances,
formal lectures, or even for staged expernnental.classroomilessons; but,
everyday conversation does not take.the form of such set routines The
very labels we use are often: quite different from what we really intend -
to do. If I say to some one, "Let s have . a chat sometime," I may not .

intend to engage in the activity of casual and 1eisurely talk implied by

the term '"chatting''. Nor is it possible to predict what activity is being
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enacted simply by_specif;ing what is known heforehand of the*emtra-.
X linguistic.setting, and giving the social characteristics and personal
goals,of participants'and-the content of'what is being.said (Cook-GumperZiS
'Gumperz, 1976). Verbal. interactions of all kinds, formal and informal,
' 'rarely take the" form of-set - sequentially specifiable routines. Most talk.:
s characterized by frequent and often quite subtle shifts'in focns and
maifitenance of conversational involvement'which requires that partieipants
mnst be able'to recognize and follow these shifts. - i

The theoretical notion on which our analysis rests is the ‘concept of
conversational cooperationr ‘the situated process by which participants in
" a conversation assess other participants' intentions and"on_which they hasef

~

their‘responses. -Conversatfonal cooperation is commonly-understood toyrefer'
to the assumptions that conversationalists must makeVahout each others'~
contributions and to the conversational principles they rely on in judging
intent. It is also evident however that r‘ooperation implies joint action
involving what students of_nonverbal communication have called speakership

.and listenership signals; This process involves not only communication throug

the uses of words in their literal or illocutionary meaning, but builds upon
the construction across time of negotiated,and”situationally specific conven-
tions for understanding. Interpretation of actual sequences also relies upon
hthﬁ”speaker's and listener's knowledge of how to conduct and interpret live
,performances. ‘Thelfeatures.previously referred to as paralinguistic—-intonatd
stress, as well as rhythms and contrastive shifts of phonetic values--are all
ways of conveying meaning that add to or alter the meaning of semantic choices

To the extent that we can talk about conversations ‘being governed and

controlled by shared expectations, we must assume that these expectations



\ o
: \ : :
“are signalled and sharedness is negotiated as part oi the interact ion

itself. Such linguistic signalling of communicative intent involves signs
which go_beyond what is usually included in the Yingu%:ts analyses of
. grammar and lexicon.. And it is for this process ‘that Ye will use the

}

‘term contextualization convention, to refer to the non-lexical and non—

'grammatical, yet nevertheless linguistic, cues involved'in~conversational
nanagement. - |
‘ .
- One way in which the contextualization conventions function is to
servevas gulde’ posts or measuring sticks for the_progress of the con-"
versational interaction. We use our knowledge of grammar; lexicon as

well as contextualization conventions and whatever background information

!

we have about settings and participants to decide on what activity is

a

being signalled, or to establish likely conmunicative goals and outcomes.

\

We then build on these predictions to identify the communicative intent
whi  underlies particular utterances Contextualization conventions»r
“channel ‘Interpretations in one direction or another. The basic assumption

1s that something is being communicated. What is at issue is how ic 1is to

\

be interpreted. The judgments involved are: contingent judgments, they are

" elither confirmed or disproved by wha't happens subsequently Ifzthey are:

confirmed our expectations are reinforced, if they are disconfirmed we try

°

to recode what we have heard and change our egpectations of goals, outcomes,

"

or speakers intent.
4 J

Contextualization conventions are acquire%;as a result of a sipeaker’'s

actual interactive experiénce, that is, as a result of an individual's

parti:ipation in particular networks of relationship (Gumperz, 1976) and

-where these networks differ as they do in ethnically mixed settings, or in_
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interaction between children and adults, varying conventions arise (Cook-

“ : el . . . o

Gumperz, 1978), as in'the following example:

Cora and Sally are standing at a play table which has some,
scrap paper and a stapler on ic. They are working at stapling 3
- together pleces of paper. .They have taken over-the'table from
) ‘another child who had beeen using it as a police station and had

referred to the table as his. police desk The girls had come to

share the table, saying "We are the teachers H after a short while

the other child left. Marty, another child, comes along and sits
down at the'table as the.stapling episode begins.

@8] S: (touching table; as M comes up) This is our desk.
- ‘Nobody can_come in our office. (M sits:down_opposite

) teacher) .
(2) C: (taking no notice“og M) No, we show the kids, righe. -
(3) 'S: We working. e S . B
(4). C: Yea. L - ) .
(55 “.S: Nobody can come in (C and S logk at each other while .

C replies) : R : .

(6) C: No. . .
(7N gsi.'Then we ... teaching (as M reaches for-the stapler)
(8) S: NO. He not can't come in. '
(9) C: Eo,-no, we're teachers. ‘

Note how the game develops naturallyt There is no introduction

such as flet's-pla}-school", no attempt to formulate the activity

'verhally by saying "we're playing teachers', just simple statements

such as "This is our desk" (1), "We working' (3), etc. The fact that

o

C responds to $'s shift from conversatioral tone and copies her
declarative style is the only signal_we have that the activity of
fplaying teachers has been agreed upon. The activity, moreover, lasts
only as long as the same prosodic style is maintained. Once .it is
recognized what game is being played, this recognition feeds back
into an interpretation of the component messages. For example, the
.phrase 'no" occurs several times, each time with different situated

- meaning. In (2) and (6) it is simply a respon:ETEZggesting agreement
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with S's preceding statement.‘ THefloud’@ﬂf’(Bf marks;a.stylistic
departure and signals a command addressed to M so that the meaning
is 'ggyl_g". While in (9) the return to the prosody and rhythm of
(6) and (7) suggests that "no" is meant as game talk. Similarly_ ;

the, fact that "nQbody can come in" receives the. same prosodic

treatment as "we! re teachers™ identifies it as game. structuring
‘contextualization Lonvention. The teaching game is alsogbuilt
up through a aemantic tie between the use of "our office" and tne '
statement later on "we - teaching into which the "Nobody can come in".

..fits as a statenent about being a teacher in the office. The idea o
of "being teachers is gradually deVeloped from the two children's

entry into the situation, as they took over the play table from
another child : _ g

‘In this short’ episode we can perhaps begin to see‘thatlthere'is
no» ning about these contextualization conventions that»is:totally
unfamiliar to adults; the point‘is that:the~frequency with wnich they
are used and the signalling load they carry are likely to be unfamiliar
to adults. When adults use such. intonation and semantic ties they are
_likely to surround them with qualifying‘phrases and other lekical o
acknowledgembnts whichbmake up a different_situated use of tne same

lpractices.and hence‘have a different communicated value.

| .
x; The question we must finally ask, then, is what do these subtle and .

until recently apparently marginal differences of communicative and inter-
pretive ability mean for the child in the elassroom? When,»because"of our
differences in social background we do not recognize the meaning potential;
- of an utterance sequence.wezare uéually'in the immediate'situation:forCed‘
to make a judgment of communicative intent without realizing the extent.or

-cnnsequence of ‘our- lack of knowledge Across time and given the realities‘

- of classroom situations, if such differences continue,»these interpretive

L4




-processes can easily lead to culturally biased evalantions"of performance,
mespecially in ethnically mixed classrooms where interpretive problems o,
arising from developmental differences in contextualization conventions

o \

are compounded by ethnic differences In this way we can begin to show

- how verbal communication can .be analyzed to find interactional explanations
for some of the problems of teachers in classrooms that Rist, Leacock, and
others have identified.' .

These problems can in fact be reformulated, for although the language
differences looked at in terms of linguistic values are small, and- the
processes of conversational interpretation are subtle, the classroonm '\(

environment generated by these small and subtle differences is powerfully\

influential. These factors begin to provide an answer to the question of\\
X
what is is about the school and classroom -environment that’ leads_some \

children to learn and.others to fall behind which has‘long remained. an

N unsolved problem. That.factors other than isolated differences~in language
-;of cultural background.are at issue has been demonstrated by the research

of the 1960's and early 1970's. The hypotheses tested then which derivedz
from cultural deprivation and from linguistic deficit and difference models,
were found to be incapable of explaining the failure of minority ‘children

to achieve in urban schools (Baratz & Baratz, l97l;.Labov, 1969;:Melmed,
l§7l' Simons,'l974 . 197¢; Simons & Johnson; l97&)

We now know that what the child learns in school is determined by a
comvination'offforces Ogbu' s recent work, for example, has convincingly
‘shown that the goals, policies,vand practices of the society at large, the
opportunities and role models that society provides for individuals of

minority background significantly affect motivation to learn (1977)




But while the motivation to. learn is undoubtedly influenced by the world
outaide of the school the daily process of communication difficulties within
the classroon, and the stress that lack of support for persomal, and familial,
commnnication patterns gene; ate for a growing child, can produce a situation
oi progressive detachment from schoolractivities and from schoql achievement_:l

that is, unless the myriad of small but significant communicative features making

up a classroom enviromment is better understood. R /

.\ . . - -
A . i
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1Perhaps the most suggestive evidence for the role of classroom environments
comes from statistics on school performance which show that the;gap in average .
.achievement level between middle class children and poor or minority ‘children

increases as a function of grade level (Gibson, 1965; Harlem Yo%th Opportunities
Unlimited/ 1975 Katz, 1964) .. _
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'LANGUAGE AND COMMUNICATIVE INFLUENCES ON SCHOOL PERFORMANCE®
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o

.Schools make important and pervasive language demands upon children

,which require them to use and to think about language differently than they

do at home, The degree to which children are able to meet these demands

will to a great extent determine their success in school;

'] f Two areas of 1anguage usage are affecfed. The first;"which has received

.Vthe greatest amount of attention so far has to do with literacy. Elementary .

\

school curricular are built around the teaching of literacy and secondary
school assumes it as a prerequisite to learning. Learning to read is the
most important task facing children in school ‘since much of what is

1earned there 13 communicated through written texts. The demands chat the
acquisition of literacy skills make revolve around the differences between '
written texts .and informal spoken: conversation; and the ability to monitor
your own language performance often called metalinguistic ability .

The second area where school makes new language demands 1is in the
classroom where children must learn to accommodate to the communicative
conventions of teachers and peers who do not share their background and to
the fact that their behavior is subjected to continued evaluation. They must
develop new interactional and interpretive skills to participate effectively'
in classroom activities, to gain access to 1earning opportunity as well as
to\demonstrate what they have learmed. ' .

In this paper we will present a brief discussion of. what is known about .
these two areas of language use and thenlattempt to show that understanding; '

.'of,these 1anguage demands can yield new insights into the»educational

: problems'of minority students; f~“ L - ‘ ,j/

Classroom Communication “

. We begin with the second problem area, the. question of verbal interaction

'i *Paper presented at the- American Educational Research Association annual

EKC

Aruitoxt provided by Eic:

meeting. Boston, Mass. April 1980




1n the classroom. Soclologlsts and anthropologists have long argued that
entry |nto school marks a. maJor social transltlon (Bernsteln, 197l) Thé :" o

‘ child ‘coming to class for the first time must learn to lnteract and- cooperate .
nboth with peers and adults outslde his home .network who do not share his
background. This has lmportaﬁt&lmpllcatlons -both for |nteract|on as. such and
for the transmission of |nformatlon An |mp0rtant precondltlon, lf communlcatlon
is to take place at all is that a speaker be able ‘to capture and hold an .
audlence s, attention for a suffucuently long t|me to get a point across.o'.‘ f,
Recent research ln conversatlonal analysls focusnng on what is involved in . ‘
the ablllty to generate and ma|ntaln conversational Involvement and to be o
‘persuasive or rietorically effective has demonstrated that much more Is
needed than knowledge of the lexicon and grammar and the sharing of attitudes
and abstract cultural values Slgnalllng of lntent In conversation.relles”
heavuly on matters of lungulstlc form such as use of idiomatic expressions
or formulaic utterances, use of prosodic cues, selectlon of lexical, phonof_
logical and syntactic optnons and turn taklng and Sequenclng strategles '
These contextuallzatlon cues as they have been called, are lnterpreted in

. accordance with unverbalnzed conventions, created and - learned in the course of
lnteractive experience."TheY“functlon both to decode particular messages and

generate expectation,-which enable the listener to fill in information’
wmich was “left unsaid and determlne what the activity is about, v_ :
As long as the child remains at home and within the family circle,;

" communication takes place wlthln an atmosphere of Shared background knowledge,__
where it can be assumed that |nterpret|ve conventlons are shared -and where
the audience is able to compensate for vagueness of lack of expllcltness '
in the child's talk. In the classroom especially. in our modern culturally
diverse urban settings, assumptlons about shared background no longer hold
and the child must become alert to and learn to compensate for dlfferences
in contextual:zatlon conventions. . ,

The problems of’ developang new language and strategles are compoundedd
by the fact that in the initial stages o( schoollng the child must adapt to ~
prevuously unaccustomed modes of behavuor. Before much.content |s taught at
all the new students have to learn to work cooperatlvelydln groups, and

adapt to a fixed, strictly regulated danly schedule involving frequent ‘shifts

in activity and requnrnng lonq perxods of concentration devoted to.a single

task. Communlcatlvely thls means. that they must develop thelr attention span
: : . . >




so as to listen to leng and detailed adult Instruction. To gain access'to a
learning opportunu*'es they - need strategzes -for gettlng the floor or getting
the teacher's attention and generally acqulre a sense of when to talk and
what to say. C T .‘;Lxc
Recent mlcro-ana!yses of classroom interactlon show that? much of the 3
.instruction during the earlyvschool years concentrates on developlng behaviors
appropr.ate. to part|cular classroom activities. “In our own year-long
ethnographlc study of a Bay Area first grade class the teacher accomplnsned
this socnalnzatlon task by developing set 'formulating phrases” which she
used repeatedly and pronounced with speclal-emphasxs both to announce activities
- or to sanction inappropriate behavior. Thus rug time was annOUnced'by ""0.K.,
gxg:xyg_x_come‘co the rug." Directions to stop working and get ready fcr

recpss or cleanup were prefaced by ''0.K., everybody freeze." §anctioning

of ten takes indirect forms as in ''you can wear a hat in class when | wear

a hat" or | can't see all the sharks on-the rug.'’ What is special about

« these phrases is less their actualvcontent'than the way in thch they are ‘.

¢

spoken and the contexts in which they are used. lflls thni manner of articu-
* s TVes -
lagion which lendg/ghelr formulaic character and /t e|r special sngnlflcance

L

for the class. _ , ‘
The daily organfzation becomes 'so much a part of the children's under-

standing of classroom activities that they'are acutely aware of any change
or absence of particular contextualization conventions regularly usedeby the
teacher.. An anecdote will illustrate this point. Seven weeks after echoc5
had started, the class had a substitute teacher. The substitute made every
effort to f.liow the general frameuork 6f activlties !aid out in the teacher's .
lesson plan, w2 she did not conduct lessons or move from activity to

, actxvity in the same manner as the regular teacher. She did not know anj
use the same formulating phrases as’ ‘the regular teacher to i ‘duce and _
close actlvntres. Several children were visibly disorientec ne chiid said,
Ywe didn't do sharing 'vet,' though in fact it had alfeady occurred. It had
occurred out of Its normal sequence, One c¢hild even asked '"have we had
lunch yet?" “Is this morwxng or afternoon’“ as the class was_going w0 lunch,
He warited to know whether it was time to put hls chair up on his de*k '_%'

7

which occurs onfy at the end of rde day. . ” s

[
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.example from Mehan (1979):

T | . | ! : \t (ﬂ%/

The Lanquage Evaluation Demands of School , :
_ Une major fact of life in school is that children's performance is °

subject to continual evaluation. . Evaluation is presumably necessaryjﬁecause
schools are obliged to determine how much children are ]earning The
necessity for evaluation requires not only formal testnng but it also affects
the nature of classroom conversational nnteractlon. Both the’ formal testing
and the classroom conversational interaction require children to/use .language
differently than" they would outside of school )

Much of classroom Interaction has a structure that dnffer7 from ordlnary

conversations. This is ir part due to the teacher's oblrgatiqn to evaluate

.cHiIdren's'performance. This is accomplished in large part tHrOugh the

use of known answer questions which differ from the uSuaI'question that is

a request for information. This distinction can be.seen in /the following
2 ;

i

Request for Information e »

. | Speaker A: : What time is it Denise?
—~Speaker B: 2:30 -
Speaker_A: Thank you, Denlse.

Known Answer Question

Il Speaker A: What time is jt Denise? . p‘ . S
Speaker B: 2:30 ; A .
Speaker A: Very good, Denise

- ——_____

The known answer‘Euestion is, characteristic of classroom conversation
while the other is not.. This dnfrerence which children must adapt to is

motlvated by the fact that evaluation is an irportant part of classroom activ1ty

'Another consequence of the fact. that evaluation of performance is an important

part of school is that both the fonm and the content of the language used
\
in classroom interaction are important. Chnluren must not only produce the

logncally correct answers to classrc questions but; they must produce them

"nn a form worzotable to the teacher and at an appropriate place in the
interactior,. Hrgwest @ T acher's queatxons that are produced out of turn
lare ignored ot hes Lroay even (f therr content 15'correct. Likewise answers

:that are nor fryeer ia Tho proper ling ulstnc form are treated as being

incorrect by I wmistar, e.g. "Say it agann in a Full sentence.' This em~ ——___

—

phasis on Yorm as wel’ 25 content may be Hue in part to the ”]lterate bias"

to our ‘erucational system (0Olson, 1977). \As OISon'puts it: .

RS
L
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~ec the major aspirations of the schools are concerned wuth lnteracy,
nd the means of instruction are predominantly literate. Schooling is
" amatter of mediating the relationship between children and printed
text,

This literature bias pervades much of classroom instructional talk. Children
must not only learn to read and write but they must learn to talk in.a 1it-
erate manner durlng classroom instructional activities. Talking in a‘llterate
manner requires that the form of thelr spoken language must conform to
certain aspects of written language. Since written language tends to have
more full sentences, more complex sentence structure, more endophoric
reference and is more‘lexlcally expllclt‘than spoken language, childrzn's
spoken language is szen as needing to contain these features. These are
di fferences more of form than content. _Since children come to school with:
primarily oral experlences in which the focus in most of their lnteractlons
with adults as well 3s5peers Is on content or meanlng rather than form, they
must ‘begin to focus on form as well as content in their lnstructlonal inter=
. change In order to conform to the teacher's literate expectations. \Thus
_ another language'task facing children in school is that they must learn fo
“plan their contribution to instructional interchanges'with an awareness of
form as well as the content. Ve ‘ '
“Another way that evaluatlon takes place is in formal and informal
testing situations. These situations tend to be highly decontextualized so
that the usual clues. that are used to determine intent are missing and thus .
children often as Mehan (1978) has shown misinterpret the Intenc of the

test questlons. They may produce the wrong answer because they have misin=

.terpreted the question not because they don't possess the information that _
is being tested. The very nature of the testing situations which require |
children to produce knowledge out of the. conteXt of its use does not allow
chlldren to use the conversational repair strategles that they are accustomed
to uslng when they don't understand something.. Thi's is particularly true of -
group testing where there is little interaction with the tester. "However,
in individual tesiingaas:Mehan has pointed out the child's score is‘a social
accomplishment which is the jolnt product of the chlld's knowledge, as wéll

‘as the Iinteraction between the chlld and the tester. Here teacher's expec-
tations about children's cognitive ab:lntnes and zocial and ethnic bacquouna
‘can influence performance. vChlldren mustvlearn new language interaction

skills in order to negotiate these situations.

. . ' ..\ A o
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The Language Nemands of Literacy »

'bne would think that children's encounters with writte- text in school -

would be problem ‘'ree given the.relative ease and the degree of linguistic
sophistication ali chfldren show in be;oming competent speakers of their
native Janguagef UnfortunateIQ; the transition to reading Is not as easy
as one would expect from looking at language acquisition because being a
competenf speaker does not automatically provide children with the skills
necesséry to learn to.read. The processing of wfitten language requ?resisome
"skills that are different from those required to‘brqcess spéken language.
These new'skills are.ghe rgSult’of the difference% between written and spoken
‘language and the importaﬁcé of metalinguistic awafeness in learning to read.
The differences between w}ipten and spoken language create probiems for
the child learning to read because children dome to school having learned
oral language and with a llmited exposure to written channels. Spoken
language is used mainly In face to face situations, where prosodlc and non-

- ~‘vérbal signs, the total extralingﬁistic setting as well as the listener's
‘gestures acknowledgements or back chaﬁnel response¢ which punctuate the.speéker's
stream of talk are an important input to interpretation. In written language,
wr:ter and audience are separated in space and time and the communication is-
unimodal, and relatively independent of the»sntuatqon in which it is produced
or read. ‘Thus the child in learning to read written text must adopt a much
more decontextualized perspective than thet required in his/her oral communi-
cations. He or she must depend upon the purely linguistic aspects of the com=-- -
munication and less upon the situation in order to Interpret its meaning.

And within the linguistic system only certain aspects of it must become the
focus of attention. More specifically the lexical and syntactic-semantic °
signal system must Be_tﬁé focus rather than the‘prOSOdic signalling system
which exists only mfnihally as punctuation in written text. In spoken language
the meaning is signalled redundantly with non-verbsl, situations, prosodic
as well as lexical syntactlc semantic cues so that one system can be emphasized
. over others and in fact children tend to foreground the prosodic as well as
lexical syntactic semantic cues ;o‘that one system can be emphasnzed over:
others and in fact children tend to foreground fhe Qfosodic and non-verbal
"channels and background the. lexical and syntactic-semantic.l Gumperz and
Herasumchuck (1972) (nd Gumperz and Cook-Gumperz (1976) have shown that

,.chlldren rely more on heavily |ntonat|onal signalling than do adults.




Intonation is important to oral language in that It provldes cues .in

addition to syntaotlc and semantic onesbln the parsing of sentences and in
distinguishing between given and new information both of which are Important
in']anguage comprehension‘(Havlland and Clark, (1971); Chafe, (1976).

In wrltten language. prosodic cues are of course not available so the reader
_must depend only on syntactic and semantic devices for pacslng and dlStlngUlSh‘
ing given from new information. Thus the child in readnng fext must shift

from a dependence on intonation with syntactic and semantlc cues in the back=-
ground to the use of syntactic-semantic cues only Evndence that this presents a
Jproblem for children comes from a. study by Klelman, WInograd and Humphrey
(1979). They showed that in a task requiring fourth grade children to parse
written text lnto'meanlngful units with and without prosodic infornation.
children were better at parsing sentences when they had prosodic nnformatnon»'
than when they did not have it. They also found that poor readers were better.
at parsing when they had prosadic information than when they did not. Good.
readers on the other hand did equally well with and without prosodic information.
The differences they found Qere small, but this may have been due. to the -
.-grade levels of the readers. By fourth grade one would expect readers to have
adopted strategies that did not depend upon prosody. One would expect stronger
- effects in the lower grades. -However .the findings suggest'that poorer readers
are more dependent upon prosody than better readers, presumably because they
are dependent upon oral language strateglesz Other evidence supporttng,the
argument, albeit in an .indirect way, is the finding by Clay and Imlach (197l)
that poor first grade readers use a word by word intonational pattern while
reading aloud while good readers produce the expected intopation. ‘This f:ndlng
suggests that the poor fifst grade readers were not able to shift from a focus
on intonction to a focus on syntactic and semantic cues while the good readers

could, given the assumption that the production of proper intonation when

— e

reading aloud indicates thé use of syntactic and semantic-cues; While the
evidence from these two st dles supports the claim about the shift of strat-
egies required by written text, the issue is far from settled and will require
much more researcin. Thers are other dlfferences between wrltten and spoken
language that have been hypothesnzed to requlre children to use different
language skills than are used ‘n spoken language when encounterlng written
language. These differences which include different uses of deixis, different

repair strategies when miscommunication occurs, different content; degree of




redundency, different lexlcal items. and syntactic strngtures, etc. v
(Rubin; 1977; Schallert, Kleiman and Rubin, 1977). All of these provide
other ways that reading text requires new language skills. The theoretical"
explanation of the new demands these differences make and the empirical
validation of them remains -to be worked out. It appears that this area
' could provide fertile ground for both basic and applied research that could
have a practical sugnifucance .
Another demand that reading makes on children s language use 1s that
they be conscious or aware of their primary llnguistlc actlvities == listening
and speaking. This awareness has. been called metalinguistic awareness ‘
- (Mattingly, 1972) Metalinguistic awareness [s the ablluty to focgs on the
language .itself as an object rather than on the meaning or the'ingention ofv.
'communicat7on. Metalinguistic awareness allows language users to focus
-attention on the phonological, lexical, and syntactic as well as on the °
sementic and pragmatic level of language. It allows them to notice.anomalies'
at differenf linguistic levels and to comment on them. It allows them to
segment sboken sentences into words, and words into phonemes (see Ehri, 1978
for a review of these studies). !n their informal conversations speakers
and listeners focus on the meaning and the intention of the conversatlonalnsts
'rather than on the language " |tself They.are conscious of the content rather
than the form of the communication. The phonological and syntactic rules
and unlts used are out of their focal awareness. T '
While all normal chlldren develop into linguistically comﬁetent users
of spoken language, there are. great |nd1v1dual differences in metalinguistic
leven. As Rozin and Gleitman (1977) put it: . =z

The lower the level of the lariguage feature that must be attended N
to and accessed for any language like actuvnty beyond comprehension,
the more individual differences we find in adults; further the lower
the level of language feature, the later its accessibility to.the
language learnung child. Semantics is easier to access than syntax, -
and syntax easier than phonology. With phonology, again, global
syllables are easier to access than phonemes and phonetic features._

" (p. 90)

It is further belleved by Rozin and Gleitman and other researchers that

skills, and these individual dlfferences differ dependlng upon the llngunstlc

-

meta!inguustuc awareness is intlmately involved in and possibly a necessary
precequisite -for learning to read. This belief is based on 1) the fact of

tndividual differences in metalingnistic awareness and with the relative lack

Cs
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of them for spéaking and listening, 2) the fact that learnlngxto read

is so difficult while leaaning to talk is apparently effokties;, 3)Athe.
‘findings of positfve correlations between such metalinguistic skills as the
ability toisegment words into ahonemes and sentences into words with reading
achievement (Calfee, Lindamood and Lfnﬂamood)’(lS?B) h)ithe fact that pho-
nologicai'segmentation.skil\ which has strong_relatianships with reading
a;hievement appears to be closely related toﬁunderstanding ‘the alphabetic 
nature of English orthography and learning sound =- spelling correspondences.
Both of these -skills are believed to bef}mportaﬁt In learning to read. To .
put it another way learning to decode is important to learn to raad. There
‘are large individual differences in phonologfcaf awareness (metalingﬂistic

awareness at the phonological level) whnch appears to be a prerequisnte to

learning to decode and these differences show high correlations with learning
“to read. Therefore phonological awareness is an important skill in learning

to read. This argument has some problems. First, the importance of learnfng

to decode as a necessary part of learning to read has been questioned by - -- ...

Smith (1971), Goodman (1973); _Tha'empirital evidence is mainly correlational;
thus It is consistent with several other versions of the relationahip, one"
. of which is that metallngunstlc awareness deveIOps as a consequence of -
/.léarning;to raad. Howeve( Ehri (1979) has revuewed the .evidence and has
argued that it facilitates learning to read. Finally, we, do not have a good
theoretical explanation of rhe-redatidnship betweea metalinguistic awareness
andareading.— HdWeyer, whether or not metalinguistic awarenessié a cause or
a consequence of learning to read it.is an important-language skill that is
associated with learning to read and is not very wall deveioped before
readingais encountered. The acquisition of metalinguistic skills in school
requfreS"Chifdreﬁ to use language in a different manner than’In their normal
'communlcatlon lnstead of focusing on the content or meaning of language
they must rocus on its form partlcularly at the phonologlca! level in order
to acqunre decodnng sknlls. And since most beginning readlng programs focus
on decoding to some degree almost all ‘children’ need to develop phonological
awareness. There’ are of course great- Ind:vndual socnal class and. ethnic
differences in the posseSSIOn of these skills among children enter:ng school.
 These dnfferences may in part be due to exposure to literacy and lnterate-
like actlvnties Thus\some children have prevnous experlences that. make

meeting these new demand; easier.
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"The Role of the Teacher

The rolé of the teacher in the acquiéition of these new language uie
skills is crucial, The teacher |s the mediator through which students {
-participate in most school activities. It is the teacher who sets the lmpllclt
room language use and behavior; controls the language Interaction during
classroom lessons and is responsi e for the evaluation of children's per-

formance. Because of the central role that the teacher plays in classrooms :

it Is his or her behavior that determines along with the child's backgLound

and language skill the degree_tobyhich these new language uses can beflearned.

The teacher determines in large measure whether the transition to new:language

uses will be easy or difficult. The teacher's behavior toward children and

her evaluation of thelr performance is not only dependent upon thelir actual-—-———-
performance but. upon his or her expectations and cultural presupposltlons .about N
their abilities to perform school tasks. Teacher's attitudes and expectatlons'

play an lmportant role”ln'the‘way they treat children Thus children's.

language use in school and its lnfluence on' school achlevement is a product

of their own abilities, thelr interactions wlth teachers and texts, and the

: teacher s -expectations and evaluatlon of their competence

The Achievement Problems of Minority Students - 1 ; : . v o

- The riew language demands-that.échool'makes upon children may account to
a large degree for individual diffecences-in-school achievement. However..
since all children face these problems upon enterlng school, why s it that
"minority children as a group do'moredpoorly in school? If these new language
use demands influence school performance, what accounts'for the problems'of )
mlnorlty children over and above those faced by all children? We believe
that the language demands outlnned above in combination. with other factors
can explain at least part of the problems of minority students. We belleve
it is the combination of culturally specific communication strategies. that
minority children bring to school and teacher expectations and. interpretations -
of thelr behavior that gets translated: into dlfferentlal treatment which, .
in turn, leads to lowered achievement. '

Minority ch|ldren often come to scheol with culturally specific language

use skills which are dlfferentufrom but are in no way inferior to white
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middle class‘language.use. Thus Black children produce phonological and

grammatical features of Black dialect while white children do not for ‘the

most part produce these features. 'So far the relevant dialect features

have been studied mostly at the level of. phonology ‘and grammar. Our own

work in conversational analysis suggests that phonologlcal and grammatlcal -

dlfferences which by themselves do not hinder lntelllglbsllty nevertheless

reflect differences in discourse conventlons which- although ‘they, ot'ten remain

unnoticed are discovered only through systematlc analysis, nevertheless affect

teacher expectation and hence the. instructional process. : .
' The teacher who -plays a central role in chlldren's classroom:experlencec L

-has definite expectations about minority children's language use and their '

‘behavior in general. These expectations are formed by ethnic and class stereo-

types (Rist, 1970) and the l|terate bias to the school's notions of language

use, previous experlences with mlnorlty children, and_test,scores, These

expectations predispose teachers to lnterpret mlnorlty children, and test

scores, These expectations predispose teachers to Interpret minority children's

language differences as deficiencies. Thus dialect phonologyiand.grammar

" are often seen as signs of verbal deficiency. The literate bias of their

language use expectations and the language use characteristics of minority

children can attract teacher's attention and exacerbates their predisposition

* to focus on form at the expense of content. As a result the teacher may spend

" more time focusing on form rather than content with minority“children than

they do wnth mlddle ‘class children, This is part of'a more: general phenom-

-enon in which the ‘language and behavnoral differences of minority students

interact with teacher expectations to produce differential treatment of lower “ -

class minority students (Rist; 1970; McDermott, (1978).' The differential

treatmeht'ofbminorlty §tudents takes the form of differential positive and

' negatlve reinforcement, a focus on form at the expense of content which

results in mlscommunlcatlon, less time spent on actual learnlng and more

time spent on keeping order and wardlng of f distractions. (McDermott 1978)

- Qver time the differential treatment results in less exposure to learnlng.

It may lead to lowered motivation which shows up ln poor performance in the -

classroom as well as on standardized tests. The lowered school and test

performance becomes a self fulfilling, proﬂhecy which then provides teachers -

with an ""objective'' basis upon which to base their lowered expectations.

These expectations then lead into another cycle of dlfferentlal treatment etc.

~
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Once this cycle begins it is very difficult to break out of because the °
lowered expcctatnons of the teacher are so quickly reinforced by lowered

. performance

tlassrcom fxamples )
In the last section of this paper we would like td.dlecusé'some of

these lssues in the context of: examples from actual classroom ep:sodes ’
The data cues from two 'sources, Piestrup (1971) and from our own o

ongoing study (Gumperz and Simons, 1978). The Piestrup data comes from

12 first grade teachers teaching all Black°students, The Gumpcrz and Slmons

~

‘data comes from one cthnlcally'miged first grade classroom.

- Black Dialect ° : e
The first issue Is that of dialect. Black dialect has been the subject

of much research and discussion over the last decade or so, Much of it _
- has been concerned with the question of its interference-with learning to
I_read.' For a while it was believed that the-major problem.for readlng'was o
that it interfered dlrectly whcn'children‘read standard English text. |t
is now pretty clear that this method of tnterfcrence is not a big problem.

It has been pointed out by Simons (1979) and others that the emplrlcal

evidence is almost wholly negatlve It has also been argued that the phonoir,

logical and grammatlcal nature of the differences between Black dlalect and
'standard Engllsh are not likely to interfere with’ comprehendung text
.(Slmons, l979) It appears that if dialect per se interferes at all it :
Interferes during reading lessons in |nterchanges between teachers and chlldren
rather than while children are reading texts (Simons 1979).

, The problems due to dialect revolve around problems of ﬁccus of attention
in which the children are focdslng on the content of the task while the
teachers are focusing on the form of the child's response to it, ' The
production-of dialect featuresiwhich are socially marked - as bad speech
intensifies teachers' tendencles~to focus,on form and at the expense ot

contentr These. problems can be seen in episodes A.and B.

N
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Episode A

©

‘Line 1. Teacher (T) this one, (C). This way, (C]). Come one
cright here. - Hurry up, .

2. C]~ /dey/
'.3. T Get yuﬁr finger out of your mouth.
b.t Cy call | |
5. T‘Start again.
6. Cy /dey/call, What Is it? What is it? |
| 7. T wWhat's this word? (pointing out the word “They”)
vAéjh:CZ /dey/ .
© 9, C] /dat/ g
10, T What is it? ’(eontrastive stresefon What) )
n cg'/da v/ | |
I 12 'Cé'/dey/ . E S , A | T o :,E
;13u Cy ./dey/ Bt _”t,r ] | LR
14, ;I Look at my tongue. Ibe?J(stress on-th? ‘ r

16. - T They. Look at my tongue (between her teeth)

s

- 17. ¢, /th ey/(between /Bey/ and /dey/ but closer to /dey/)
18.., T That's rlght Say it again, . '
‘19; .C; /they/ (between /Bey/ and /dey/ but closer to /dey/)

20, T mw.ﬂm.Pmuymw om,nmh

]
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In episode A, the child's origlnal response in line 2 and 4 is

approprtate in terms of content‘and indicates that he can decode the

word, The teacher however focuses on_ form. It seems that standard English
. pronunclation is expected even though it Is not partjcu]arly relevant to
the task at hand. Intent on correctlng the form the teacher goes on to use
a series of indirect fepalr strategues, lines 3,5, 7 10 that are only partially
successful in getting the proper form to the response. She only begins to

be explicit about the fact that ! it ‘is the pronuncnation; i.e., the form of

the response that is incorrect, in lines 14 and 16, |In the process. of the

{
fact one child C3 in line 11 'actually produces a response that is even

_lnteractlon the children : lndacate that they do not know what is wrong.

gﬁ e incorrect than the first response. It is wrong both in form and content
in\that it doesn't fit into the%meaning of the sentence. It is not clear

*in this case, whether the children understand what the correct response
shou\ld be s|nce thls is a dlstinctton that . may not be part of their dialect.
The focus of th|s episode shlfts from content to form. It shifts from a
readinhg lesson to a lesson ‘in. standard English pronunciation. The children
are. unable to follow the shift This discrepancy plus the indirect correction
strategxes prolong ‘the episode and distract from tlme on the readlng task .
which iis what .the children need most. Thus an excessive amount of time may
be spent of the form of the chlldren s respbnses at the expense/éf thelr
‘content. _ N

* " This constant focus on form sometimes causes the children to focus

on form at |napproprlate times. In eplsode 8 the teacher is focus;ng on

the d|st|nct|on between singular: and plural by appeallng to its semantic
bas:s. , The production of a dialect feakure in llne 4 which is partly a
response that |nd|cates an understanleg of the or|g|nal dlstlnctlon leads
the teacher to belleve that the zlld does not understand the dxstlnctlon.
--She then focuses on the offendlng 1ex|cal |tem stlll appeallng to a semantic
d|st|nctlona, The chlldren, because of’her prevtous attentlon to dialect”
features and ‘her emphasss on producnnglflnal consonants as a response to the /

~dlalect feature of consonant cluster Tnmpllflcatlon, ignore the original

syntactlc and semantic issue and focus on phonology and produce the word wath/-"'

an exaggerated flnalrconsonant plus. a'vowel in lites 6 and 7. This episode

- griphieally demonstrates the way the production of dialect features can
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~distract attention away -from meaningful learning to the production of

5 responses'that’are“irrelevant to the task at hand,

e Episode B i B
l o
1. T: This is a , this Is a hard orie. What was this one
i everybody. ‘ _ : ' )
2. C: /meyn/ } ,  : . |
3. T: man, this a hafd one., Ve Say man when we mean more than one man.
This is when we're ‘talking about more than one ., Read the sentence
Nathan. o '
4. Cy: There was a'lbt of men,
5. T: Do we use '‘was' when there's a whole bunch. What other
word can we use instead of ws.
6. Co: SfunzA/ |
7. C3: fwaz N
8. T: No
09. C]: iS '
10. C,: There 'are'! . -
11. T: There "are'' or there ''were'' g
12. C: Were )
13. T: Can we say ‘there were a lot of men at- the ballgame.
You could say it both ways. But !et s say ''were."
14T Say it for me with were.'" Nathan say- it for me with ”were "
" 15.C1¢ There were a lot of mgh.ét the ballgpme.~ ' ! . .
a \ .
. . ‘a J
N ‘. \ i
! d v‘.’
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The problems In these episodes"and others like them arise because
the teacher focuses on having the children produce standard”énglish in
Its phonologlcal as well as its grammatical features .The children have
a dlfferent focus whfch is sometimes on the content and sometimes on the
form. The result is a distractlon from the learning. and a loss of time on
reading,tasks It is in this |ndirect way that dialect lnterferes with
learning to read However, the problems are not limited to the Ievel of
specific phonologncal and grammat{cal dialect features. They arise at the
level of discourse as well. Here the ethnic differences-are not'those‘of-
phonological;and grammatical dialect features but of discourse strategies.

¢

Ethnic Differences in Discourse Strategjes: Sharing Time.

The preceding exanples reflect misreadings 'or misunderstandings of
~communicative intent which detract from time devoted to content. hore _
'.systematlc studies of key situations such as ”sharlng time' _and "readlng

Iessons” show that dlfferences in discourse conventlons can also affect both
the teacher's teaching. strategles and the chn]d s opportunlty to Iearn \\\\

\\ .

""Sharing time' or ''show and tell" as it is called in some #lassrooms is a ¢
,recurrent classroom activity where chnldren are called upon to glve a formal
description of an obJect or a narrative account of some event. It is |n this
activity that we can see the interaction of teacher expectations about ethnlc
differences and Ilteracy, and ethnlcally based discourse straLegnes produce
differential treatment Sharing can be viewed as an activity which attempts
to brldge the gap between the chlld's home based oral dlscourse and the g
acqunsntnon of the Iﬁterate discourse features that. appear to be necessary
for written communication. ' .

A main goal is to train children to describe events or objects in front
 of a group that does not share the child's own background knowledge commun=-
icatively. This means. that: ’ '
", ObJects are to be read and described even'when in plain sight.
2. Talk is to be'ekplicitly grounded temporally and physically..
3.'Discourse is to be tightly -structured so as to highlight one pary
ticular topic (whfch thenamakesfit.sound important) _ _
7 b, Thematic ties need to be Iexical?zed if'topic shifts are to'be seen
as motivated and rulevant """ (Michaels and Cook- Gumperz, 1978)

Our examlnatlon of a number of sharing eplsodes shows that white and

/~
/
7
h
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black children's éhariqg performances clearly fall into-two distinck groups.
White children's stories deal either with & event o an object. The dcscrip:-
tion cencers about a sing]e_topic in such a wsy that a middle class adult

can easily recognize a unitary narrative thread. An exam:le of this can be

seen in episode C,

. Eplsode €

~ Child: Well today, uh |, my mom=- 1'm gonna get by bunk beds and then
we have to paint em and yesferday | got my drescer that we're gqonng Sstain.
Teacher: 6h boy, you Lave a lot of work ko do, den't you? And you're
gonna help your mom and dad do If. '
Chitd: Uh huh!
Teacher: O0h great. Which'bed ars fou goivg Lt slerd in upstairs or
downstairs, '
Chiid: Top.

85
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The white child's topic centered discourse{oon?orms more Joosely
to the teacher's notion of oroper sharing. Her comment indicates that she
has understood the chuld's communicative intent and she succeedS\qn |nduc1ng
the child to respond appropr:ate]y and building on his" discourse.

Out data shows that Black children on the other hand tend to tell stories

* which focus on :nterpersonal relations. . But in order to\set the background

for their tale they refer to a variety of ObJ&LtS or facts using a style
such that the middle class adult Is often unable to Iocate the main theme;
This style Michaels and Cook-Gumperz (1978) have called top*c chaining. An

example can be seen in episode D.

e Episode D R »

1 Sherry: ~ Yesterday ... | went ... yesterday .,.
2. .. yesterday when | came hcme from school
3 my grandmother was over there ... and my
4 ;auntle ... and ... my grandmother ... we
5 goin' to stay down at «.+ her house when
6 ' ~ my mother have her baby. ’
7 Student Teacher: =~ Oh.
8 sherry: ™ : And um my ctner cousin ... an¢ my um .. ;-
9 ‘ : uncle he gon' to pick up his ... son
10 _ . and we goin' trick 'r treatin' :
11 Student Teacher: Oh that sounds like fun. 0.K., thank you.
127 Celana: Uh, we gen' go trick 'r treatin' too.

Student Teacher: 0.K. Peter.

In this episode the teacher's 'oh' in llne 7 and concluding comment

_‘-,
— WA

Suggest she has con51derable dlffnculty in dlscerntng what the chuld is getting
at. The child's account begins with a number of seemlngly distinct 'statements
which show little relation to and do not build up to what seems to be the
main theme, i.e.,, going trick or treating.

“ Bevausa ef the dis~zrepancy between the children's narrative styie and
the teacher's literate nar.ative schema and perhaps also because of the
teacher's expectations about Black children s language, the |nteractlon that
takes place during these sharing episodes is less than satisfactory. Typlcally
the Interaction with Black children is asynchronous and full of mistimed
interruptions "=t often stop the child at midclause. Because the teacher's
fnability to understand this communicative style, her attempts to shane'it to
meet to her expecr+:ions. (teil me about something is that it is very |mportant)

are unsuccessful and ihe child's sharlng narrative whlch the teacher sometlmes ‘

H
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refers to as "flllbusters'" are often cut short before the child can finish
his or her account and the opportunity for learning durin§ sharing Is diminished.

Sharing prd?ides a good example of the inter*”tfoh of teachers' ethnic
stereotypes, lxterate notions~and dufferences in children's dlscourse styles
which produces differential treatment and reduced opportunnty for learning

for the minority children.

Differential Treatment: Hiaoh and Low Reading Groups

Another area where teacher expectations influence performance is in the

'di fferential treatment provided for the high and low reading‘groups In our
study we found that for the high reading group the teacher treats reading

- as a meaningful activity where meaning and making sense out of print is

stressed. For the low reading group it is a nonmeaningful activity where

the mechanics are stressed. ) | .

The research of Canney and Winograd (1978) and others has shown that
good readers view reading as an activity that has Its focus on comprehension
and meaning and that poor reeders view it as a process that focuses' on the
mechanics of letters, sounds, words, etc. He also found as have. others that
poor readers are less sensitive to syntactic.and semantic information. The v
questfﬂﬁ is where do they get these different viewuoints? The most obvious
answer is that they get aL as a result of dlfferentgal treatment during reading
Instruction.- The high and low reading groups view readlng in these ¢ifferent
ways because ‘that is the way it is presented during reading instruction.

In our first grade classroom we have found that the high and the low _
reading groups receive the kind of differential treatment that would lead to
different views of the reading process. !n our class the high group was all
white middle class with one Black child while the low group was all Black
lower class children.

in the high” group the attention during oral readtng is to meaning and the
notion that the word should make sense, i.e., fit into the sentence context.

The following episodes demonstrate this point.

. Episode E
1 C; ride , ~ _
2 "T: ride. And what, what's he gonna put after that. Which word? |Is

“e gonna ri - use Bob or ride? What would make sense?
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3 Cs: why,.rlde, why, ride (etc.)
b T: Can'you ride Bob? Say it. Can you ride, Bob? Does that make sense?
So you gonna ( ) ride Bob, right here, Right? You w;hldn’t write
( ) you wouldn't say "*Can you ride why?" That doesn't make sense, .
does it? . ; -
5 T: Blank says | ean .,.
6 Cs: ride _
7 T: Right. | want you to say it with me "Blank says | can ride' which
one, uh, these are youm:.. '
8 Cs: Bab, .
9 T: Right. Now read it the right way. Say it. . °
10 Cs: Bob says 'l can ride' | | _ ‘
11 T: Does that make sense? Bob says 'l can ride’ ‘Always read it n’

say to}yourself 'Does that make sense?' 'Does that sound Eight?'.

_fgWhen letter Identificat!on.ta;ks azre introduced their onerous nature
Is acknowledged. it is also cless thar the teacher fully expects the children
to be able to do the task with ease and tells thew so. Here we see teacher

expectations at work.

pisode F S ’ .
T+ We're talking about souncs. And | know this is very easy for you, |
but sométimes‘we”just need to'Eemuhber them again, Ckay?
..The low groupelessnns on the other hand focus on decdding where ''sound

~ it out' replaces “does it make sense,"

Episode G

1-W: The chair runs to the car
2 T: goad, WSrren
- 3 W: the Qw! .
4 T: owll, ! want to hesr the 1 . . . i
5C:. .. o - _
6:T: does it sound like L? . . . -
7UT: ) want you to listen now, weJEe talking about sounds, say one for me;
nine »
8 C: nine
STT: goodb .

10°T: Right, 1id, now spell it out for me .




M T j=o-b, will you sound it out for me . - .
12 W: come () ‘
13 T: a-t Is () sound 'em, a is () a-t is (
w7 - _ at
A 1z have also found that in the low group the teacﬁer interruptions came
at plnves, usually within a phrase, that disrupt the production of proper
intonation patterns thus producing word by word readlng In the high group
the interruptions tend to come at phrase boundarles so that reading is In
more meaningful units. ' | .
our findings are supported by Alllngton s research (1979) on a larger
sample of teachers and students. He found that when a number_of errors are
controlled poor readers are corrected more_ than twice as often as good
‘readers. He also found that teacher correctnons focused on syntax and semantics
for the good readers and in decoding for the poorerg;eaders.
Thus we see that there Is substantial differential treatment between
good and poor readers which often means between white middle class good readers
and black lower class poor readers. Once a child is placed in a low reading
' group there is often little chance of moving out of it especially if he or
she is-lower class Rist (1970). Lower class mlnorlty children have a.
»ater chance «f being placed in the low raading groups because of teache:
.spectations and the other reasons discus-ed here. _ ’
We are not claim:ng that focusing on decoding and not meaning 35?-
responsuble for the differantial reading achievement of high and low groups.’

One lmportant aspect of lear:ing to read involves learning sound-letter
correspondences which uppears tb reguire phonclogical awareness skills. Thus
decoding must be taught. The questio" is how? Our data and thaf of Piestrup
suggest: that pIaCIng decodlng skills in a meanangful coircext aM with tne
teacher expecting that children will learn these skllls easily appears to
 produce better reading than nonmeaningful decodlng._ However we are at 3
very preliminary stage of our work and these are only';entatjve hypotheses.

The issues are much more complicated than this simple d}chofomy. N
o .

2

Conclusion .
The achievemnt-problems of minority children are cpmplex-and not easily .

_understood in enough detail to sﬁggest solutions.. However we believe and have

(/
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tried to show in this ;aper that an understanding of the Ianguageldemands

of school, the home based communication strategies of minority children,
teacher expectations and attitudes, and the way all these are fealized

In cléssroom learning situations will help us to understand the problems
more fully. This knowledge base wilf then provide a foundation for improVing‘
the training of teachers and .improving classroom instruction. We further
bejieve that detailed ethnographic and conversational analyses of act;ai

classroom language use is the most useful way to acquire this knowledge.
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. A Study of Sharing Time With First Grade
Students: Discourse Narratives in the Classroom

"Sometimes .the world_doesu't need .
to know about everything, right?"
-~ 13t grade teacher at sharing time =

Sarah Michaels and Jenny Cook-Gumperz
University of California, Berkeley

For children, entry into the adult conversational world
. requires a lengthy apprenticeship which is.developed partially ‘
\ through the ways in which adults interpret and respond to messages
from children (Ryan, 1974) and partially by direct teaching of
narrative accounting skills. Such skills begin to be taught
formally whan the child enters school in speech events such as
‘"'show and tell! sessiouns, where an object is used-'as _a focus_for
a single child to present an account to the whole class.
The child's problem in these sessions (and subsequent similar
occasions) is firstly to select from the multiplicity . things :
to tell ahout, as the quotation above suggests. Secondly, the child .
must present. ‘information in a form which is interpretable to others
who do not share the child's background knowledge and as'sumptions -
and so develop a sense of how to present thls selected information to
© . an audience. It is these two problems of selection and discourse form
which we wil’ explore in this paper, as they occur in sessions of show
and tell, which is called "sharing", in a particular first -grade
classroom. ‘ .

Models of narratives -

The literature on narratives does not usually treat narratives as
a part of everyday conversational exdhange but as speech events some-
vhat separate from other kinds of ‘talk. The exception'is the model
developed recently by Becker & Polanyi which simplifies-and builds upon

the Labov-Waletsky model of marrative structures. Labov suggests that T —-
there are six structural components to a steory: 1) abstract,2) orientation,
3) complicating action, 4) evaluation, 5) resolution, and 6) coda. Thsse
syntactically and semantically organized elemsnzs represent the necessary
‘temporal sequence of any story. The elements tmst occur in their - -
designated order with the exception of evaluative devices which can
occur in any 'f the segments. Most other models of narratives

poe aimilarii'take the form of a structured organization of elements which
account for temporal sequencing but vary in the degree and extent
to which the structures compose necessary and definable parts of the.
narrative. We can, in fact, distinguish between those approaches that
emphasize hierarchical structure and those that focus on the linear
flow of eleuents.

'~ Story grammars make use of the structural elements of a ¢:zory but

«  see these as° specifically hierarchically arranged, whera the

eleuents are part of a-necessary entailment of levels Aand story . .
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parts. Chafe (1979), on the other hand, suggests that stories are
more linearly organized, focusing not on elemental organization
but on the real-time production of stories where an element grows
out of another and gets related to the story line in different
ways in retelling. This flow model approach aliows for fuzziness
in the presence or absence of any one structural elemént and in
the boundaries between them. S o

Oral tradition.versus literate tradition differences -

Both these approaches can be seen as having something of a .
literate bias, in that they assume that narratives whether orally
presented or written will follow the same rules of form. Moreover
it is assumed that oral narratiyes can. be analyzed from a written
transcript showing:at best only hesitation phenomena and the .
rudiments of intonation afforded by punctuation. Folklorists,
however, who have worked more specifically -with the oral presenta-
tin2 of marratives, albeit usually within a ritual storytelling
context, have found that oral narratives are built-around formulas
of content, syntactic form and meter which allow for the rapid
production of sequences necessary inoral composition (Lord, 1960).
This work has shown the difficulty of translating into writing an =~
oral performance, which depends upon the paralinguistic preseata-
tion (stress, intonation, and pitch) to carry essential -infoxuation
(MacClendon, 1977). These' findings have influenced our study of
the materials from the children's sharing time. -

Sharing-— some ethnographic background o

Sharing takes place every morning in this particular first
grade classroom, within the context of a larger episode which we
refer to as "rugtime", a time when the children assemble on the °
rug for various :eacher-structured activities such as taking roll, _
doing the calendar, etc. During this time the children are . -

- expected to sit quietly on the rug, engaged in what Cook-Gumperz - ‘

. (1978) has called "attentive iistening.” : : _
¢ Sharing is a clearly bounded speech event, -opened formu-
laically by the teacher (or 'student teacher), saying "OK, who —
has something important (interesting, exciting, special, etc.)
to share?" or simply offering the floor to the person whom the
teacher has designated the "special person" (a different child
each day). - : : e ' .

To get a turn,. children raise their hands and wait to be
nominated by the teacher, but while another child is sharing, - . .
anyone can call out §hort; topically relevant comments from the '
rug. ' : . . .

In anticipation of sharing, some of the children bring in
ohjects from home to talk about, ranging from books or toys to a
new article .of ciothing worn by the child. But the children.are
not reguired to bring in things fo share (as is the case in some
classrooms with organized sessions of "show' and ©ell"), and many
children simplv share abcut z recent experience. .

v
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The only explicit rules for shnring are: 1) no/;haring
about TV or movies bucause it takes too long; and 2) no sharing
about private family matters, such as quarrels, etc. Ver/ rarly
on, children were urged to tell about events that had already
taken place. o
When. a child {s callvd on, he or. she goes to the fronr of
the rug and stands next to the teacher who is seated on a ~hair.
The teacher, whom we will call Mrs. Jones, is actively involved
in each turn, holding her arm around each child as he or she -
talks, holdirfg the floor for the child (e.g., "Excuse mé, it's _
Merle's turn."”) and freely interjecting qucstions or reactlons ' !
to the child or group at larga. ’

Sharing as a unique speech’event

That the children see sharing-time as a completely unique
speech event is evidencgd by their use of a highly marked intona-
tion contour. This "sharing intonation" is an.integral fea re
of sharing discourse and occurs in no other classroom speech
activity (other than role—playing -sharing as a part of "playing
school"). 1In this particular classtoom, which is half white and:
half Black children, we have identified-two contrasting, but very
comparable intonation patterns, both clearly identifying the talk
as sharing-talk. The contour used primarily by the white children
is a gradually rising contour, stretching over the last word or oo
two of a tonu group.’ The accompanying utterance is'often a :
syncactically complete, independent clause where an adult speaker -

"would often use falling intonation. This particular curve seems

to indicate "more to come" and {s almost always followed by a
significant pause. This perhaps serves to ward off comments from
peers or teacher, allowing the child some 'extra time for planning.

For example, - . s
‘ ‘ _ - - __'//

G

 Ahab:. I.é;c this Chinese Checker'- e s
: " for my birthday ... and .....

The second 1ntonacion contour is used exclusively by ‘the
Black children and very pronouncedly by some of the Black girls.
It occurs ‘in exactly the same ‘environments (indepetident clauses),
and can be characterized as a lilting high rise-mid fall concour,
also generally followed by a -pause. The contours are used
primarily at the begifining of a turn (as the child introduces the ™
topic), where perhaps more planning is required, or the talk most.
ritualized as sharing talk. For some children, especially -for
those who use the second contour, this sharing prosody involves

-rather sharp pitch modulations, giving the talk an almost sing-

/

song quality. For example, - . o // <
- e - — — —_ — - : o
Sherry: 0ccober my mother gonna have her bshy, ... ,
L -/~ -
and 1 want 1: to be A girl ... /

’ B

-
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, There 1is also'evidence of the use of a lexical formula. In
;telling about past events, children very commonly beginiby saying: .

- AN

Yesterday ... or - ‘Yesterday ;.ﬁ

depending on which intonation contour they generally use. That
this is formulaic (rather than simply a function of the'fact that
children want to talk about/the immediate past) can be seen in
the cases whtte children correct a false start. / For example,

Bob: Yesterday ... I mean ... I mean ,., when I went
to Arkansas [which happened a year earlier].

Deena: , Yesterday ... I mean it was last night N
It turns out that using such a formula serves several discourse !
purposes. First, it serves to ground the talk temporally, the
importance of which is repeatedly emphasized in Mrg. Jones', !
comments. Secondly, it establishes a frame that helps the chilq )
in structuring, and the 1isteners in interpreting, the discourse.

- as event -or peréon~orientea»"accounﬁﬁng?,, S

Sharing ~- narratives or not? = , ) : 1,:
There 1s no clear cut answer to the quéstion of whether- ./
shariﬁg_}s a narrative becaduse sharingvdiscourse evidences ce;'aig
features that have been considered basic to narrative discourse.
while systematically lacking others. In the cases where the child
~ does event-oriented accounting: (as opposed to object~focused, "show
and tell" type discoursef, the order of reported events generally-’
© * . conforms to the order (presumably) in whidh the events occurred. J
Inasmuch as this'is*a’necéssary'Endfoverriding,characteriscic of
narrative discourse, we feel inclined to treat this talk as a
particular varian® of narrative discourse. . For example,

!

'
]

‘ 1 Marcin: chferggy/// o \
2 ' ...'Bdrs/..ahdlliwa: iLfBurt"g 58353/ '
* 3 and um ?.,this'dog waé‘rdnning p%ross.the st;;es/
4 ... and ulv/ o ' )
S T: What did? | o
.. 6 ‘Burt: ° IThis dgg‘- S : o
R ©
. 7 nartih: : ’ ,waserunning#across the stfﬁeﬁ/{
8 * and a Qd?':ggqu nim pbéry/ )
9 an%/...and he/and he f:;; .- dowg;?u .
lOr o and he was s;rééchig%// ' N . e
— y '... . . ‘ \ ' e ‘ < . ._ ‘ o . -
o : . - » ’ ' V « ‘
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) o V..'
11 Martin: Jchen he died//

12 Land chen his mom/{gut him on a board// . C o

13 _ and 'then the 'bus came ‘ ‘

14 . and he [and"he got ¢ _ o - v Lo

15 Burt: called, called for heloéy SEEE R L
~» 16 Martin:  called for helo/."h .: S _. ' S o

17 T: *I'm sorry Life isn't all fun and pleaaancry is ic’ |

18 Martin{. It was a lost dogAV |

19 T: That's a very sad — . ',_"

20 Burt: "' . &f was a losc do%éy
21 Martin: !Syp che guy who" owned him doesn't know/[hrre was dxad//

_— 22 T: -j . © + . .. - |Really? Righr,
23 .; that's very sad. Thac‘makes me ; feel very bﬂd "Buc :
24 i life's like that. We can't pretend it 1sn t can we?
25 C's: t /5No. o i ]
26 T: "1 'cause. chings lke that do hdppen Sorry

{ . -

‘ Marti 's disqourse, produced collaboratively with Mrs. Jones
and Burt, qhowq a great deal of rhythmic synchronization. “‘The
discoursc can be analyzed as containing.an orientation section
(lines 1 and 2),,complicating action (lines 3- 11), a'resolution o Jo
(linas 12- 16), and a coda (lines 18, 20, and 21), which also serve - = / °
as Martir’ “gzgluacion of the discourse Mrs. Jones provides her o // s
own evaluative comments (lines 17, 19, 22-24, and. 26).,. which differ - - _
f in forr from Martin's. Martin's comment "It was a. lost dog." LTy

(line 13) agds addltional*informacion about the dog, which ties - |
lexically chk to line 3, where Martin originally mentions "this

-

dog". His fomment; then, serves several purposes. It adds new. [
and important information about the dog, brings the narrative to o / .
& close {(also indicated by pronounced falling 1ntonation), and fo .
evaluates the discourse implicicly as if to say, ""It's especially
sad because| it was a lost dog." ; Jones does not overtly '
respond to-this comment, perhaps because she incerprecs it merely /’ -
as additional{ detail rather than as Martin's evaluation and point Jo

. ' “in tellihg the story. The comment is then repeated) more loudly

- and with emphasis by Burt, and then. furcther elaborated on by

Martin (line 21), who again cvaiuates by means of providing A o
“additional information. Mrs. Jones then- ‘makes explicit the ' poi e Co o
.of Martin's story (lineg 42-24) --She accomplishes chis by refe ring .
to the even, as a'whola, canding outside the actual account,
whereas Martin's and Burt's evaluative. comments - are an 1ntegra
part of thefach;yt, and hence remain indirect.

SPY g
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Labov has noted that a common trait of middle class narrators
.1s that they often uge explicit-evaluatiun; That 1s, they inter-
rupt their® narrative midstream, turn to .their listener and ex-
_ plicitly state . their "point". Mrs. Jonex, -who uses this strategy
- in evaluating the children's talk, often'fails to see the implicic
-evaluative force of the children's remarks and even, on occasion, -
misses cheir point entirelly. 1In providing explicit evaluative
comments (as with Martin)!or ‘prodding the children to produce
their own (as will be see later with Wilter), she may be providing
the childrem necessary tr ining it makicg their talk more explicit
and hence less dependent on context, shared assumptions, and back- -
+ ground knowledge for correct- interpretation. = - -, '
‘ J ;J/While clearly a narrative-account in structuré, this kind of
disgourse deviateS"syscemétically from narratives generated in a
‘ndrmal conversational setting, in the following %ays: /
1)%The floor is held for the child by the teacher, as/a rule-pf

R shgging etiquette.  For example, ‘ j

K
\

Deena: Todav, when E'go home um ... and um ... and I see myf"
baby sister. ... . B

- Studuﬁt‘Tuachgr: Excuse me. -Waltcr,!it's Deena's turn right
A , now. . Could you plecase listzn. ' '

Deena:  When I go home tod .. today pnd see my baby sister ...
Once a child has the floor, he or she is allowed to finish (in
general), so that "boring the audience" 1s pot an overridindg
concern of the speaker. It does happen on occasion that when a
‘child is considered too tong winded or uhfocused, a child on the
rug may sommgn; on this (e.g., Walter:.How many of them rocks is
she going to show us?) or more commonly, Mrs. Jones intervenes

~,and quickly bringsithe turn to arr end. © | C . :

! '2) The ¢hild is not expected to tie his or her. topiz to the pre-.

" vious discourse:r The relevance constraint requires only that the

. discourse topic be "appropriate" to sharing, that is, some kind of

personal account’dr description of an objecy. Thus the constraints
on deWOnstrat;ng‘relgvance and topic tying are far looser than is
norma%ly the case in couversationally embedded narratives,

3) The child's talk does not have to stand by itself as a fully
formed narrative. . Rather as our first. example shows, sharing _
turns are highly collaborative. Mrs. Jones irterjects questions, -
comments, and reactions, often providing slots for orienting or
eyalﬂating~5hg_diécourSe, if this'inforchion is not explicitly
provided by the child spontaneously. For example, ' '

¢ . . . . A ,
1 Walter:, I’wcnt’to the --/beacgh o
‘ r,. . .- ’ r' A . \\"ﬂ y
2 . cooland 1 found//this little thing/ﬂin the waterAy
'3 T . - For goodncss sake. What is ic? f c
4 Walter: Huh? - - ’
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11 Walter: .

5 Doral: fa block, . .

6 C's:m.wL§x§}95k. a block - ‘ a o

7 T: A bloégtkmﬁ-hég did ybu gé to the beach?

8 Carl: [ - , 1
9 Walter: [vaent to-- : ‘ N | i
-10 Carl: |

I have tons of those blocks [—- o

1T Went to-7/the'Santa

FaN
Cruz beachAy

12 T: You did? When? O-Over the weekend?
13 Walter: [Nods]
14 T:

Oh wow. 1 bet {t's nice déwn there. Wasn't it?
15 Walter: Yeah. (breathy) - )
716 T: Was the water-cold?

17 walcter: Jenh.

18 T: 1t's always cold down there, thank you.

In this example, Walter holds up a weather-beaten wooden block
and says he found it during.a trip to the beach. Mrs. Jones then
asks a series of questions that structure his presentation for him
so that it contzins the following pieces of information (and no
more): 1. the name of the object found in the water,

' 2. the name of the beach,
3. when his visit took place,
4. that it was nice there, and e T _
5. that the water was cold. : @

Walter here begins his account with an orientation that could
easily lead into a narrative. The teacher's contributions, howcver,
rather than helping him develop this narrative, serve to turn his
performance into a restricted account that contains explicit ori-
entation and evaluation but no comyiicating action whatscever. In
this respect, it is closer to object-focused, "show and tell" type
discourse than to event-oriented or narrative accounting. Further-
more, the teacher's responses seem to throw Walter off balance so
that the descriptive information which is part of this limited
account ends up being supplied by.the teacher. The child does not
get the kind of practice that the previous child-did.

The teacher's model -- a literate bias

.Both these examples demonstrate that the child's discourse
cannot be analyzed 1in ‘fselation. The tcacher plays a crucial role
in structuring the child's discourse and providing an example of
the kind and form of discourse that she considers appropriace.

In analyzing Mrs. Jones' comments in response to the children, it
becomes cvident that she has an ynderlying model of what constitutes
"good" sharing, and that this model has an implicit literate bias.

.
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However, this teacher's model has little direct correspond-
ence with traditional notions of narrative structure, but rather,
takes the form of a simple statement and resolution centering on
a single topic. Importance is attached, not to content per se, -
nor to the sequentially ordered structure of an account, but
rather, as in simple descriptive prose, to clarity of topic
statement and explication. What the teacher seems to be looking
for is a decovntextualized approach to any copic, whereby:

1) objects are to be named and described, even when in plain sight°
2). calk is to] be explicitly grounded temporally and physically;
3) discourse is to be tightly structured so as'to highlight one.
~ particular topic (which then makes it sound "important");
4) thematic ties need to be lexicalized if topic shifts are to be
seen as motivated and relevant.

The teacher's notion of sharing is thus far removed from
everyday accounts which depend upon their situated character for
much of the detail. In the teacher's model this kind of detail
must be fully lexicalized and explicated. The teacher's expecta-
tions thus seum to be shaped by adult notions of literate
description. 1[It 1is probable that such a literate bias puts many
of the children at a disadvantage, particularly the Black children,
who may be, relatively speaking, less familiar with "prose-like"
oral style. Moreover, many of these children have a way of doing
narrative accounts that does not include the strict temporal and
causal chain ordering constraints of literate narrative.

Childrun's discourse style :
We now turn to a more detailed analysis of the discourse
style used by the children in doing sharing, in particular as {t
conforms to;-or violates, the teacher's underlying model of what
counts as appropriate and adequate sharing. -
Just as there 's an identifiable difference in sharing .
intonation uced by the Black and white children, we have found
corresponding differences in discourse style. The discourse of
the white children tends to be tightly organized, centering on a
single topic or series of closely related topics, a discourse

style we have called "topic-centered"., For example,
/
l Jenny: Yesterday/
/
2 my mom/
~N
3 PR apﬁ/ .. my whole family
4 went with me/... um /... to a party
5 and/... it was a 1hankﬁg1v1ng part»/
6 ce wbere «vo and ... we .. um ..
7 Student Teacher: mm
' AV
8 Jenny: my mOﬁ/

&
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9 Jenny: ../.'we had co/um .. gec/.udssfs_ up as
Pilgrims .
. , N\ :
10 . , ... and my'mom made me this hac/asor a
| P}\lgrim// - -
11 Student Teacher: Oh great. o
12 T: Try it on model it for us. Let's see how
13 . - you'd look as a |Pilgrim. ‘
14 Jenny: . |1 don't want toAy

In contrast to a topic-centerced stvle, the Black children are
far more likely to use a "topic chaining" style; that is, loosely
structured. talk which moves fluidly from topic to topic. This
style resembles that found by Scarborough in Black children's
stories (personal communication). For example, : '

1 Shefry: 'gescerhay//

2 ..,‘I'Weﬁﬁl...'yeSCerday

3 . yesterday when I 'came home ffom'schooi ’
4 mylgraqdmocher was over.tﬁére .. and my'auntI;
5 ' ,...r;ﬁd/‘.. my g;Bnd%ochei/ ' o

6 . we 'goin:'/co stay 'dovr/at: .o ber house

7 _ when my mother have her Egbnél ’

8 Student Teacher: [Oﬁ".
9

i )\ A TA
And um my other cousin/... and my/um/... uncle

Sherry:

10 o he gon' co‘p}ck up‘hi%/... son

11 o a .. ahd/‘wegoin' 'erick 'r. :re\acin//
12 Student Teacher: Oh that sounds like fun. OK, thank you.
13 Celena: | . o [Uh';_v_eﬂ go' go.
1% '  trick 'r treatin' cgg:>r "” |
15 Student Teacher: ' OK Peter. » -

In this example, we see shifts both in topic.and temporal orienta-
tion in lines 1-7, moving from the past (who was at Sherry's house
when she got home from school) to the future (associating her
grandmother 'with the time in the near future when she would be
staying at her grandmother's house). At the point of the topic
change, there is a 1.5 second pause (after the word “auntie") and .
a high, level pitch on "and", features which for some children
regularly accompany a topic shift. While there are no explicit

Q K . “ - 'E)i)
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lexical or syntactic markers to indicate a topic shift or to
relate the two topics, the regpetition of "my grandmother" is
intonationally marked, indicating the scmautic association across
topics. Howaver, a literate adule, telling a similar story, might
indicate the shift to the new but related topic lexically, by
saying, "And speaking of my grandmother, ..." The further shifc
in perspective that occurs in line 9 (the shift in focus away
‘from her grandmother to other relatives) is not marked overtly in
any way. The_ juxtaposition of the two pleces of information .
(staying at her grandmother's and going trick or treating) and thHe
use of the same tense indicator ("goin' to") forces one to infer
that the two activities are related temporally. This- relationship
might be marked lexically by an adult as "And while we're at my -
grandmother's, my uncle is ..." _ - : i
We now look at another sharing turn where trouble arises, due /
to the mismacch between the child's style and the tgacher's impli.- /
cit model. 1In this case, Dcena moves fluidly ftom topic to topic it
. without making explicit the thematic ties connecting (or separating) |
the various topics. . Deena is known for producing this kind of '
loosely structured discourse and some of her longer turns have
jokingly been referred to as "filibusters”" by Mrs. Jones.

1 Daena: Um ... I Went to the EEacQ/..IEGBday/

2 z'i"nd/'to Macl):o\nalds/

3 and to the pgik' ¥ N . ,
4 oo anq/.. I %oc this for m%/.. birthdaay -
5 v.. My'mother bought it'fg} mﬁ/ , ‘

6 .. and um /. .. } h?;d .o um/.. two :d“o.llars 'for my l1:»1.1.'t:l'zdéiy
7 and Iwhut it 'in Eére/ ' '

8 .. and T'went CO'whé;e my fr{S-di/ ' h

9 .. named d? Gé/

10 ...:£<ycnt'over to my’grnndmncher'slhouse with he;/ .

11 .o. and um/..... she was on my back

12 and'1/.. ahd've was walkin® atpund/

13 \ ... by my hgysg/’ A

14 +. and uw/(.. 'she was hea--vy/

15' She {was in the'sixth.or'sevénth gradg&?

16 T: [()K I'm going to stop you. . I want you to _tam]..k

17 about things tha;.aFe realiy really very important.

18 That's important tb you hut tell us things that are .

19 sort of different. Can you do that? And tell us what

\ -
N\
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20 T: - ~ beach you went to over the weekend.

_21 Deena: I went to um ... um ..... —
22 T: ‘Alameda Beach?. -

23 peena: Yeah. .

24 T: That's |nice there huh?

25 Deena: [[ went there two times

'26 T: Thbc's very nice. I like it thé?a. Thank you»Déeda.

‘Deena here begins with- explicic temporal and physical ground-
ing, by telling without much specificity what she did on ‘Sunday.
She then shifts gears radically to object-focused discourse abcut
a small purse she.had brought from home, embedding it in person-
oriented talk that shifts focus away from her birchday present to-
an activity related only temporally (if at all) to her birthday
(playing with a girlfriend). She begins to tell about her activi-
ties with her friend but is stopped just before she gets to what . ~
on the basis.of her prosody appears to be the "point" of her dis-
course, the fact that she was able to carry her friend, fully twice
her age, around on her back (and Deena is a ciny six year-old)..
The lack of any lexicalized markers other than "and" between topies

makes the discourse difficult to follow thematically for those who,

like the teacher, expect the narrative to focus on a single topic.
It gives the impression of having no beginning, middle, or end,
and hence no point at all. Perhaps for this reason, Mrs. Jones
(in line 16) interrupts Deena and explains what she considers to
be appropriate topics for sharing: events that arz '"really, really
very important ... and sort of different" that is, topics that
would be of general interest.

In spite of Mrs. Jones' ingistence on "importance", ‘all the
children have some degree of difficulty understanding what is meant
by important. For example, early on in the year a child raiSed
his hand to share and when Mrs. Jones asked, "Is this very, ery
important because we don't have much time this morning,"” the child
replied, "I don't know if it is or nct but I want to say it." .
It must be notéed, however, that the white children- have far less
difficulty with this notion than the Black children.

The Black children in the class (especially some of the

”gifls) ‘tend to use a topic-chaining discourse strategy, stringing

together with "and" a long series of loosely scruccured topics. .
The result is that they may seem to "ramble on" about a series of
commonplace occurrences. However, 1f we take a closer look at

~many of these turns, we¢ see that it 1is not the topics of discourse

that are inherently trivial or uninteresting, but rather that the
rhetorical style used makes it seem as if there is no topic what-

soever. Taken by themselves, ecach separate topic discussed by

Deena above would have counted as highly appropriate: activities
on a Sundiy, a birthday present, and acrobatics with a friend.

lUi
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The probiem with Deenafs presentation is more one of discourse
form than of content. In asking the children to tell about

"important things", the teacher is tacitly ass.uming that the L

children understand how to do the actual telling in a literate
style--that is, telling about one thing only and in such a way
that 1t sounds important. Simply reminding the c¢hildren to talk
about important events does not provide them with the criteria
for either topic selection or discourse“fSEm centered around a
single topic. ) ' :

For the white children in this class, who already have more
elements of the schema for topic-centered style, the teacher is
better able to collaborate with them and so build on their narra~ -
tive intentions. With the Black children, on the other hand, the
teacher's questions lack rhythmie synchrony and therefore must o !
often be seen by the children ds interruptions. Most importantly,
the teacher's comments do not build on what the child already ’ '
knows and so provide the necessary guidance and synchronized’
collaboration that would lead to the acquisition of an expanded,
lexicalized, topic-centeroed style. .

It is important to note that, in this classroom, 2 child's
general discourse style does not reflect or predict reading
ability. Among the children in this class, Deena, who has con- '
sistent problems doing dppropriate sharing, is one of the very
best readers. Furthermore, while Deena's reading, math, and
spelling skills have all shown marked improvement over the course
of the school year, her sharing discourse style has remained un-~
changed. And so, while sharing can be seen as an oral preparation _
for literacy, this has, as yet, had no influence c¢n her progress s
in reading. However, Deena's topic-chaining oral discourse style
may{ in time, greatly in;érfere with her ability toc produce
literate-sounding descriptive prose. Just what effect Deena's
non-prose-like oral style will have on hker participation in school
activities such as sharing or creative writing, and correspondingly
on the teacher's evaluation of her performance in class, remains’
to be seen from what she does in the second and third grade,, where

-

wy

* discourse style and ability to write cohesive prose assume increas-”

ing importance.
Footnote ) ot

1Prosodic_: and paralinguistic cues arec transcribed using a
simplified form of a system develouped by John Gumperz and his
collaborators, based on Trim's work. In this system, speech
sequences are first divided into tone groups or intonational _
phrases. A phrase can be marked by a minor, non final boundary
" /" or a major or final boundary "//'". Within a tone group we

"Indicate: 1) location of the nuclei: (i.e., the syllable or

syllables marked by change in pitch) " [ low .fall, " ‘" high
fall, " ," low rise, "’ " high rise; 2) other accented syllables

in the tone group, " " high, " " low: 3) paralinguistic features

| !
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such as a) shift to high pitch register Vr." or shift to low pitch
register "L " (both -applying to the entire tone group), b) pausing

“.." indicating .a break in timing and "..." indicating a measura- i
ble pause, c) specech rate: ‘'ace." indicating acceleracing tempo

and 'ret." indicating slowing down, d) loudness over an entire

tone group is indicated by "p" (soft) or "£" (loud). ‘Doubling of

one of the above symbols indicates extra emphasis. -
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wi th fluency, to the neglect of content, versus a notion of reading as a

purposuve meanung-dlrected activity. But the dlfferlng emphases,'whlch St
must be- seen as a response to perceived dlfferences in ablllty, mus t themselves

be-explained, ‘Given the state of affairs reported in the llterature and

our knowiedge-from preliminary analysesa‘f SHEP materlal§ our prlmary

- question was how young readers acquired, or failed to acquire, a hierarchical

understanding (lexicon, syntax and semantics) of the text being read frem,

and further, how they sugnalled or failed to signal that- understandlng. _
“This questlon in turn had to be related to previous studies: of dlfferentlai

treatment and to our hypotheses about tke |nfiuence of d|scourse cues on

- classroom interacticn. S \\f-

N ~ - o .
~ ke

We had evidence of significant dlfferences in terms of amount of time
spent on various reading tasks- and of dlfferlng corgectlon strategies used
for similar or |dent|cal 'errors.' Our hypothesis was that the distinct
conceptlons reported in the literature resulted from the dlffering emphases
that we had -seen in our materlals and had reason to believe were wndeSpread;
We felt thaque could discover emplrlcal evidence for how the differing |

concept icns were” formed by studying reading as a process of student-teacher

~exchanges. By analyzlng systematic. differences in student-teacher exchanges

"across the ability groups we would begin to see how collaboratlon between
y 4

students and teacher served to rigidify 'conceptions' into text processnng
strategies.‘ In the process of being formed these strategies influence-the
teacher's response and the kinds of instruction which the teacher is able

to give. ‘Thus a sort of feedback mechanism is established wherein initial
perceptions.of children's language abilities result in differing instructional

emphases’; the emphases contribute to differing ‘conceptions of the task of

readlng, the conceptions influence, in part, prosodic reading aloud styles‘

:and these, in their turn, determine teachers on-ﬂlne correction strategles.

3.3 In order to have material with which to examine the relatlonshnp of
reading aloud styles and correction strategles, ‘'we selected passages

in which the same teacher worked with high .and low group readers as: they read
from texts of equal_uomplexnty. The texts were transcribed with a detailed
prosodic notation.5 This allowed us to study how different readers segmented

the text into breath groups, into major and minor tone groups, and further,

1u;
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how :ntonatnonal promlnence was establlshed- - in short, how the text was
dKV|ded into ‘what M. Hal]nday has called ‘lnformatlon units (Halllday,
1967: 200-206) . Because we ‘sought to "study the role of conversational
inference in classroom interaction, we analyzed the placement of tone -
~group boundaries and tonal contours for. their predlctlve value. That is
to say, we sought to establish the Ianguage units be1ng demarcated by tone
groupings and nuclei placement. ‘Wa did this by tak:ng into conslderatlon.
both the phrase—]evel and sentence-level constltuencles of the text belng
read from and the student- teacher exchanges which took place durlng a glven
read:ng turn, : we' : . _
4.0 By studying these- transcrnpts/dére able‘to. infer certhin thlngs about
how instructional interaction i$ linked to read:ng aloud styles. In partlcular,
we found that members of the two groups lntonatlonal]y segmented ‘a text in’
different ways, and further, that . these ways of prosodlcally organ:z:ng
a taxt, which we have variously called prosodnc text-processing strategles
‘or reading aloud styles, appear to be related to oral narratlve styles. =
The differing prosodlc strategles provoke ‘differing. correctron strategles'
although low-group readers do make more errors, the extreme emphasls on
isolated decoding cues ;nthenr lessons would seem in part the teachers
response to the_students"readigg styles. |t should be kept in mind that :
the groups are readingffrom equivalent texts, taken from the same basal
reader; presumably they are at the same 'level' of reading ability, yet they
receive very different instruction. ' The differing approaches'to error ' —
correction in their turn ¢reate a context in which queries des4gned to '
el:c:t ar reinforce comprehension differentially succeed. )
4, 0 To. .the casual adult observer, both groups read in a staccato or -
"word- by-word” fashlon, that is to say, with slight hesltatlons after each
word and even stress on most lexical ltems. However, “the staccato qua]nty
is more noticeable with:low-group readers. Membenskof this group read
with long pauses between words and frequently place equivalent stress on all
item< in a passage. The'procesS is comparable to. reading single items | ‘
from a list: to the lnstener it sounds as if each word is a breath group
or .tone group unto ltself. High group members, on the other hand,rare more
likcly to have some of the intonational characternstucs of fluent, adult

reading aloud. In particular, even when they .read in a halting, word-

Q B - i. ﬂ, . &106.




by-word fashion} they finlshtsentences with falllnj tone;.frequently they‘
begin sentences with a’relatively high even. ‘tond. Both traits are typical
of the fluent reading aloud of declarativessentences. .

-*  The differences tween relatlvely staccato and- relatlvely fluent )
reading styles can be een in |tems 1A and 18, The. story belng read from
is entitled "A Visit to Grandmother s"é The actual septence being read
appears as. follows |n the text '“What did you cook for Grandma?“ -asked
Hmother . , e L ‘ : ' N -~

l e

A .
1 C: what/ . 'did/ . .'you/ cdok/ . CJ'for . gqan'ma / /
c .

T .. asked/mother .
T ’laskedj _ Irnghtfy

In lA each item receives equlvalent stress and there are lengthy pauses

Low Readlng Group (staccato)

e

between items; efrectlvely, each item is ‘treated as a- minor tone group,
an isolated inofrmation unn% '"WHAT/ . 'DID/ ., ... 'YOU/ . . . COOK?
'FOR GRANDMA// The reader pauses and the teacher supplles the next word.

The sentence is completed, but it is as if the final segment anch attributes -

~

speakerhood ASKED MOTHER is” a sentence separate from the preceding materlal
,As regards our earlier stated concern with the ‘predictive' value of tone '
grouplng, we should note ‘that this pattern of stress and hesntatlons makes
it dlfflcult to ascertaln clause or sentence constltuency in the oral
vreadlng signal; |nstead, each ltem sounds luke an isolated element and, there
doesn't.appear to be a ldrge language unit . (namely, the.sentences), lastly,

the relatlonship between quoted material. and attributed speaker is not clearly .

4
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signalled..The»teaeheffzcorrection eues attend to the isolated word -
ASKED =~ and do not attempt'to improve the word-by-word reading style.

When we look at’ eplsode 18 we see a more Fluent style of reading aloud.
The story belng read from concerns a Man who I'ives in a house in the woods,
one day. The ‘passage read by the student is treated as .an entlre paragraph '

;tn thereadlng book: 'He saw the fishes and the birds.- And he saw his green
rock. The-man was happy.- 'UWhat a day!'' he sald.

1B High'Reading'Group (fluent)

1:C: He 'saw the flshes and the birds /7

2 And'he saw his green rock // \ .

3 " the 'man was happ- !/l - . S e
4 n\dhat a 'day’/ he said // ° '
5 T: very good// 50 he had a happy day /rlght//

~In the first sentence there is a h|gh even tone ¢h SAW and a’ low fall on :

!'BIRDS.. Slmllarly, in the second sentence there is a hlgh even tore on HE
and a low fall on ROCK. The effect on the listener of this use of contours

"and tone group boundarres-is that éentenoes are easily identifed in_the

oral readihg signal; it is eas? to predict which elements go with which.

" because one has a clear .perception of larger language units (sentences) ‘which
encompa;s the word grouplngs Additionally, the second line is said with-a *

.slightly lower pitch reguster than the first, which signals an inter= .

" sentential connectlon between the two. The thlrd llne is prosodlcally odd
('Happ- |nstead of 'happy'). ~But in the fourth llne WHAT arid DAY are strongly
stressed, - as |s correct for an emphatic quote of tiis sort. Low, atonal
stress on HE SAID ‘clearly separates the quoted mzcerial from the attrlbuted

"speaker. Despite errors in the th|rd (une, the readung “is notable for |ts'
‘clear demarcatlon of  sentence boundarles and quo'ﬂs. Overall, the oral readlng

" gives a sense of coherence because it Is easy" for the adult llstener to T
Identify constituents above the word’ level; it is as if an untonattonal ,

“template were provuded Wi th whlch to arrange phraSes, sentences quotes and
speakers into some sort of meanlngful whole. “The. teacher responds favorably,

‘does not cprrect the<si|ght misprcnunciation on - HAPPY, but |nstead follows
with comprehension questions about the man's feelings, what he saw and so

v 1 . ! ”
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Episodes 1A and B are intended as typical instances of general reading
styles which are charaoteristic of the low and high group readers, What

we have conﬁmaéting the two graups are ’different strategies for handling a

‘text. One strategy seems to treat individual words as ‘independent elements,

or at least places tone groups and contours in such a way'as to make
It difficult to ascertatn c lause and sentence constituencies. The other
strategy places tone groups and contours in such a way as to make identification

of constituency relatively easy; or at least uses falling contours utterance

fina.ly, thus making it easy to identify sen.ence boundaries. The 'different strategie

wou]d seem to indicate differing conceptions of the task of readnng - the
cne perspectlve views readlng merely as pronuncnatlon the other views it’

as meaningful. As we shall show below, teachers' corrietlon strategies seem-

to tacitly assume the differing conceptlons and to r%spond accordlngly.

4.2 There are, however, suggestlve simi larities between elements of the
two reading styles and what we have elsewhere cailed “communlty-based
discourse styles.' In a study of oral narratives conducted by this project
(cf. Micnae]s and Collins, this report, for a descriptfon of 'Pear
Narratives') it_was.found that-the same children who are high greup {feaders
tend to placehtonal nucleé near~tﬁe”end~of a_tone_group'boundary, while

the chi]dren who'are low gronp readers tend to place tonal nuclei in the

middle of tone groups.‘The first group talksin such a way that sentence

- boundaries are. easlly dnscerned they 'talk in sentences. " The latter group

organizes. talk into larger rhetorical units, whlch may .or may not correspond

. to’ segtence boundarles, they use vrhythm and pausnng in a different way’

. from their white mnddle class: counterparts, and ‘they tend to use high

contours to sngnal specna] thematlc connect ions wnthln a narrative. Both’

ways of organizing talk are ]ogncally and communleatlvely effective. But

.they sound dnfferent. The high group oral habit of placing contours clause~

finally sounds more "literate and translates easily into the placing of low

;'-falllng tones on flnal words when reading aloud. Conversely, the low group

AN > ,
o . P o
: .

hablt of ‘placing contours mid-clause sounds less literate and translates

less easily - |nto the placing of falllng tones on final words in sentences

.being read from.. At this point, given the explcratory nature of the SHEP

, pro;ect and the novelty of these hypotheses, it is difficult to determlne

the degree to which the placanent of falllng contours clause~finally is a

home and communnty-based dsscourse coﬁQentnon, a formulauc habit of oral

lug -




oo S | S iy ‘Cj?

language, rather than.the result of advanced textvdomprehension. Similarly,
it is difficult to determine the degree to which the eore f]uid‘plecement
of nuclei in the middle of tone groups is a discourse convention, a
rommunity based habit, rather than an index of inferior text c0mprehension;
More controlled study of oral narratives'and‘passege readingé.is needed,
comparihg prosodic strategies in tasks of differential complexity. But
we do ‘have initial evidence that community*ﬁackground and prosodic reading
style are related. Now let us examine the consequences in the classroom.
4.3 When we look at the correction strategies which are predominantly used
with one or the other reading group, it would appear that the teachers are |
socialized to the differing reading strategies. They resporid to the
differeni intonational segmenting of the text by heﬁdling what are equivalent
errors in very different ways. However, the descriptions which follow of
'differential treatment' of reading errors should not be construed as.a
condemnation of individual teachers: The insight which we on the SHEP
project have gained about the role of prosody in reading group instruction
is the result of comparative analysis, contrasting activities, participants,
~'classrooms and communities’. When we study conversational interaction in
multi-ethnic situations we are looking for the effects of unconscious habits
of'organizing talk (prosodieally, lexically and syntact}cally) on the '
- ﬁhfelding interaction; but an ‘'on~line' particfpant, either a teacher or

student, can not be expected to employ the analyst's detached perspective.

Instead, they are busy |n the process of assessxng and respondnng to another s .

contributions. All of whlch is to say that the differences descrnbed below

should not -be regarded as the result of overt decisions” to consign one

group of students to a year of decodihg drill, but rather that.the prosodic

reading strategies described above influence ‘the teachers’ engaged perceptlon

of student performance, and hence the use of correctnon cues.

In episodes 2A and B we contrast the context provnded for decoding

cues. _2A is taken from.a~story entitled '""A Day in the Park.' In the story
" one character, Debbie, has called to her friend Ann, inviting her to come )

out and play:, Ann replies with tHe sentence which is being- read from.

"Y1 be out, wait for me." ' - ’

2A: No Context Provided for Decoding Cue.

1 c:h'it be out Lo :

2. T: ‘ .’. a~i saysla / . .rwa‘it"»/./ . .osay it / way~
3 C: wait for ne // ’ E

b Ti'Go Qn // | S )
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can make the windows. Let's make big windows!''

The passage being read from is as’fdllows. ."'The boy ran up to the girl."

-.)6' /m
As we see in the example, the student reads |'LL . . BE . . OUT and then
pauses. The teacher prompts A-I SAYS A . . . WAIT . . . SAY IT, WAY-.
The student finishes the sentence WAIT FOR ME. There is no further instructional
interaction; the decoding cue is provided and received in isolation.

A very different sitqatidn obtains in episoae 2B, taken from a high

group reading lesson. The story being read from is entitled "John's Afternoon.”
It concerns a young man who has had a falling out with his mother and | |
his friends; he has walked to the local park where he sees some other boys
playing with a Eardboard box; he suggests'that they make a house-out of it.
The passage being read from is as follows.'"(1'11 paint the house) and you
2B: Context Provided for Decoding Cue. j

1-C: And'you can make .

2 T: . - 4 lthE .. ..what's'w)ijn// _
3 T: Put your finger over it/ everything but 'w='i-n//
4 Sound out w-i-h-with a short i// wiftd~. what //

5 F'\rlindczrvq//'l'll pqlnt the’house/and'you can ‘make .
6 the *windows// '

. 7 C: VLet's make“big*windows '// o .
The student reads AND YOU CAN MAKE and péﬁses. The teacher provide§ a word
and then begins spelling out the following word: WHAT'S W-1-N? PUT YOUR
FINGER OVER 1T, EVERYTHING BUT.Wfl-N. SOUND OUT W=I=N WITH A SHORT |. WIND

IWHAT7 "WINDOW!'"" She provides. the word and then inserts it id a repeat of -
‘the entire senténce. I'"LL MAKE THE HOUSE AND YOU CAN;MAKg_THE WINDOWS!

The student then reads the following sentence. Contrasting 2A.and 2B we can

see thét the context provided Fo} the same instructional cue — a decoding

cue *iis different: in the former it is an isolated'word; in the latter the

word is situated in a full sentence and a model of eépressive intonation is

provided. _ ‘ ) - .
In episodes 3A and B we can see similar differences in correction strafegy.-

In thesé examples the cue consists 6f providing a word or phrase when the’ '

reader hesitateé. .3A is taken from.the same story as 2A; a new character has

been introduced. He calls out to the'two'girls and then. approaches them.

H

3A: Cue Provided After Hesitation; Single Word.
1 C: The bdy run anlup to the girl //
2T ]raJ;a ' . '
3 ¢: 'po you... want to cOme to the ‘park// .
b 1! lwant[ ‘ '

, . ar
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In 3A the student reads THE BOY RUN and the teacher corrects RAN;
the student corrects and finishes RUN UP TO THE GiRL. The student .
continues DO YOU . . . and pauses, the teacher provides the word WANT
the student continues WANT. TO COME TO THE PARK. During this and the
'continuing reading, there ls no correctlon of the staccato, broken into-
nation used in readlng. Instruction consists solely of providing isoiated
words .

Episodes 3B is taken from the same lesson as 28. The main character's
mother has come upon the boys worklng on their cardboard house, expressed

her satlsfactlon and offered to help them. The passage being read from |s

5 T:
. | I ' .
6 C: "'l make you a doorwazl/ said mother//

as follows.'"i'11 make you a doorway,'' said nother.'
' 38: Cug Provided After Hesitation; Clrcumlocutlon and Quotatnve Model .
1c: N make you . ,
2 T: ‘ - 1;//and'here'stanother compound
3 wdrd/ what// .
4 C: hoorway2§ o | N
be;utlful// 'llll'make‘you a dQorway//

In this exchange, the student reads |'LL MAKE YOU . . . and then paﬁses.

The teacher supplies the following word A and then proceeds to the item which
is presumably causing the hesitation. She continues AND HERE'S ANGTHER
COMPOUND WORD, WHAT? The reader responds DOORWAY., .The teacher praises the

" student and then models the full sentence with proper'intonation I'LL

" MAKE YOU A DOORWAY The student mnmncs the teacher s example flawlessly

and finishes the sentence, correctly destressnng the attrnbuted speaker '
(SAID MOTHER) . As in 2A and B, the context provided for what is ostensibly
the same instructional cue,ls different: in 3A an isviated word is the cue;
in 38 information about the word is‘provided and then the word itself is
‘situated within a model of the full sentence. - Contrasting the low-group
episodes (2-and 3A) with the high=group episodes (2 and 38), we see that
the former are given isolated decoding cues, whereas the latter are given

decodlng cues sntuated within the sentence context.

)

examples taken from transcrlpts of complete readnng lessons. The episodes

were selected to |llustrate the ways in which errors corrections strateg:es
 were sensntlve to what we have called prosodlc reading strategles This was
done by showing how identical 'errors prompted either decodung cues or ‘

meanlng'cues. In the complete lessons it is also clear that dnfferent kinds

1z
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of instructional interaction are taking place. VWith the low group,
correction consists predominantly of Iow-leveljlinguistic instruction
~about the grapheme-phoneme correspondences and Iexical-level composi tion

of texts. With the high‘group correction refers to a broad range of text.
elements and processes.” Instruction is provided'ahout orthography and
lexical items, as in the Iow'group; however, information about clauses,
sentences, expressze intonation and attribution of speakerhood is also
brought into play. The differing interactions provide very different contexts
for the busfness of learning to read. Furthermore, what these examples
do-not indicate is the way {n.which_high-group reading lessons are winnowed
with comprehensfon qoestions - questions'about the inference3 which can be
drawn from the sequencing of events in two sentences, about speakers and
addressees, about emotional states as revealed by expressive ouotes. .Such
|hqu|rnes,wh|ch frequently use sentence frames like the models' found in

-2 and 3B, are rarely encountered in low group Iessons. Instead, the context
of reading in low group lessons is usually so fragmented by hesitations,
corrections for mis-pronunciation, dialect and failure to recognize‘words,
as well as dlstractnons from within and without the group, that synthetic
comprehension is dlffncult to achieve. . ,

-in this section we w. 1 ‘illustrate the differential effects of reading
styles and correction strategies on the 'context' for duestions In the flrsc
example it will be argued that al though the student is able to answer
the question correctly, the fragmentary and distracted character of  the
-reading aloud process makes comprehensnon di fficult at best. In the second
example it will be argued that corrections and-ouestnons attend-entTrely
to meaningful levels of text structure and that as a consequence,more material-
is covered and comprehension is enhanced by a series of questions. ‘ '
5.1 In eplsode hA the passage benng read is from the story 'John's Bad
v Mornnng,“ (The story precedlng "John's Afternocon' (2B)), The main character )
has just had an argument Wi th h|s mother. The passage appears inthe text
as follows. '

" He ran out of the house with his things.
" And then he threw his boat into the garbage can.
Liza was there. And she saw what John did.

Although there are many, corrections and several qpestions, as we shall
see only one of them concerns comprehension of a language unit larger than

a single word.
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bA: Minimally Effective Comprehension Questions

1 M Her re/. . ran/ . .out/ . . of/ .
2 J 1 ' o
3 M the house . . . wuh='  fwith'his 'things// |
Ly : {with‘ '
5 M And then .h. . he . . threw his
6 J . Lound it out/ thriew: I
7 M bu- (boat) boat/ . . into the . Jgahbage qan//
8 o éuh- ‘
9 J gar!bage// Say barbage//

‘,(IO M gahbage o .
11 J Don't say. gahbage/'look at me//Say ga:r: bage/ gar / Say 11
12°. Everybody say it// o - A \
i3 CC gar: bage | _ » : ’\
14 J Celena/gsay it//
15 Ce gar:bage »
16 J lRight// Marlon/ Liza

17 M Liza . | was .. thére. and she %&?h
18 J Iwhere are we Shenrie-r lthereI - \A \
19 J What _ : S ' '
20 M helwav .p.;{-saw what 1 . A .

21 d no//sss... . E how does =-j- agund //h
22 M juh// Lo
23 J hat s the boys' name // . .'joh;j.
24 M John . ;';r“‘“ e )
25 J li|d// She 'saw what John' d:d// Marlon/‘what did he do//
26 J She saw what he djd// Now what did he: QP//

27 M He. threw his thlngs in the gahbage
28.J , 45): bage// nght// [ qn//

“In lines 1 and 2 we see corrections for lncorrect recognltlon of
words. In line.3 we find.the decod:ng instruction’ SOUND IT OUT, followed.
with a stressed and exaggerated pronuncnatnon of the word . Then io)lines

5 through 11 we see a long and embro:led attempt to correct dlalect

pronunc:atlon In Ilnes 13 and 14, as the reader is beginning to resume,ﬂw'm””

there is a d:stractlon to correct an nnattentpve group member . ln lines
17 and 18 there are two phonlcs cues. The student responds to the second
~ of these - HOW DOES =-J=- SOUND rAJsterally, and the teacher is forced to
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rephrase her question, She then provides the answer. Finalfy, on line
21 the passage is finished and alcontent question is asked. ‘The final
sentence is modelled twice as a frame for the ques*ion The student is ;
able to-answer the question,.no mean feat cons:derlng ‘the number of
d«stractnons and |nterrupt|ons which have occurred during his turn at
= readlng, he is, however, again corrected for dialect pronunclatlon before .
being instructed to proceed. o ' - ‘ - \\\g
5. 2 This can be contrasted with the following eplsode in whnch all of the“
'teachers instructions and cues are concerned;wrth text structure above the
word level with the prosody (pitch'register) of sentence initial oosition.
yith inferences deducible from ‘the use of a lexical |d|om w1th how an »
invitation 'sounds', and finally, with consulting the p|ctures which accompany\z
the text. The text found below is taken from the same story as that in
'-epnsode hA John and two boys he encountered in the story have made a
toy house and gotten inside of |t John's pet frog has joined them. Then
John's friend L|za looks inside of the toy house. John, still angry and
SUSPICIJUS,"InfOFMS her that shn cannot come in because h|s frog, whlch
she supposedly doesn't like, is |ns|de the house wnth him. The prlnted
passage reads ‘as follows. | i

""Johr, | have your boat," said Liza.

"And | have a fly for your frog, too.'

"'But you can't have your boat or the fly if | can't come inl!"
- John looked at his fr09, and he looked at Liza.

Then he said, ''Come in, Liza. Come in,'

: Although the. passage read from |s much longer than that in ep:sode

bA, the sequence “of student-teacher exchanges is shorter and, as noted
above, the feacher s correctnon cues attend to- elements of llngunstlc
'structure above the word- level. '
When the passage is belng read the teacher rocuses on 'how’ the
materlal sounds and on the inferences which can be drawn from the occurrence;
of certain phrases and ‘the overall turn of events. '
4B ’ Maximally‘Effective Meaning Cues and Questfons.'
b 4C;:-.-‘ 'John *| shave your boat/sald Liza ansz 1 '
T - . ; and
c: And:l'have a fly for your frog too il

2
3
4 T: 'What's she mean by th~t
5 C: r'l'-'or the frog to edt //




MY

S 6 T Okay //
7 L but. o hd but ‘
8 fwait a minute tiJl_She gets throughy/
9 L: but C 0 buty
100 , lwatch ycur“bOOksE 1watch your books
¢ 'But‘you'can't.:have yourlboat/or.the‘ff;/if I Ean't come in//
2. | John'looked at his frog/ and he 1ooked at LLga/
13 | . Then he sa1¢Qfome in L'Z%Y | v
14 T . © . [What did he ssy(/
15 c EFome in ' '
16 T: How'd he say it //
17 ¢ (Come in Li-\ * S
18 T o [Did he say f.one 1.n Liza..come.. iré// Or did he say . .
19 o FCorne inq Flea/ come in/ /
Ce20 T Igome in/ Liz_aql
2] *u”T:'c‘Here is the other little boy and | didn't see it in Fanny's
- bcck\~\The Ilttle boy is kinda caught in the middle of the o
page, but here “he-is. Here s'one little boy and here's the
other little boy and here' s John‘and _here's Liza. | think
dJohn" IS in a much better mood don't youi“ T —_—
In line 1 the student has. read the sequence SAID LiZA AND w:th little pause ~\«\;_\

and no perceptlble change in pitch Ievel THe teacher corrects by providing

—the-correct- p:tch —level-for—the— nn|t|ar“segment i) a“declaratlve seéntence.

In line 3 the student changes her |ntonat|on and reads the fol]owlng sentence.
“In line 4 the teacher asks WHAT'S SHE MEAN BY THAT? 1n 5 the student

A demonstrates - that she understands that the apparently declarative sentences :
" are in effect offers by responding FOR THE FROG .TO EAT. The response undncates
that she has made certain asSumptiéns about flies, frogs' eatnng habnts and
the frame TO HAVE X FOR Y “In line 6 the teacher accepts the response Then
in7 through 10 there are several d|stract|ons ‘and- the student repeats the
“initial word several times. She beglns anew on line 11 and flnnshes the .-i;
passage. The fourth exchange occurs when the students “Feads the F|nal part
(13) of the passage very aoftly and fails to Separate the request COME. IN B kS L
from the addressee L[ZA. The teacher interrupts asking what John said. |
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The stddent responds by repeating the material in the same expressionless’
manner., The teacher interrupts again and asks HOW it was said. Althongh
the student apparently has gotten the drift of the queries and ‘begun to
change her.intonation, the teacber continues DID HE SAY and repeats the
material with an exaggeratedly low voice and extra pauslng Then she proceeeds
.to the alternative. The student responds, overlapping with the teacher(l9 20)
and ffnishea the quote with expressive contours and a clear separation of
reques;bfrom addressee. The teacher finishea‘the exchange by. pointing out
and discussing the characters in the story as they appear in the pictures -
whlcn*accompany the text and by making the judgement;that John's mood has
changed. This'eStainshe§ a_'scene' for the following reader.
5.3 An instructfonal process which consists priqarfly of chi]dren reading
in a word-by-word fashion and teachers providing isclated decoding cues
" will leave the beginning readers witnout much practice in apolying their }
knowledge'of-spoken language. to the task of reading."Thfs difference in "
_applfcation seems to be a major distinction between high and low=-ability
readers. The former are much more prone to apply their knowledge of spoken
.langbage’to the task of reading: Hence the findings of Cohen (1980) that
'good! readers will attempt to map spoken |ntonatlon onto a strnng of ’
' nonce-syllables in order to make sense of them, where poor readers will
E not; hence the findings- of Canney, etl al (1978) that good readers will
reJect a text which does- not make sense, It is useful in this lnght to

reconsider episodes 4A and 4B.. In LA decoding cues predominated. At

times they were of such a low linguistic level as to impede effective
instruction (1ines 17-19, where the student responds literally to -the

‘cue and the teacher.?s.forced to rephsaae the query). Comorehensfon questions
“occur rarely and in the context of a fragmented readlng process. In 4B
fknowledge of spoken Ianguage and - of the world is frequently evoked once

the query concerns knowledge of anlmals (llne 3); once knowledge of how

' heartfelt ‘invitations sound (Ilne I3 23);. and F:nally, the students are
encouraged to consult the pictures accompanylng the text when engaged

in reading. . ' ) _

'_6 0 In this report we have said certaln thlngs about Iastlng dnfferences
—~in |nstruct|onal emphasus .0ur remarks were based on an analysns of

the SHEP materlals bﬁt\a:: corroborated in the ethnographlc and comparatlve
literature. We have also ard certaln things about the posslble causes

of differing reading styles orprosodic strategies. They appear to resylt;f




N 16

e
I

'at‘Jeast in part, from the differing instructional emphases. However,'
they also share suggestive similarities with community=based oral
narrative styles. Several general conclusions are in order. Firstly,
teaching and Tearning are collaborative processes in which the use of
language provides various long-term interactive options on the part of
partfcipants.‘ Teachers appear to have certaxn |mpl|c1t models of lrterate
behavnor, of discursive prose, what it-sounds like and how it |s put together,
They appear to have dlffernng.expectatlons about students' readiness or

"~ ability to assimilate the skills necessary for literacy. The expectations
_derive in part from whatever non-linguistic criteria are used in setting up

. ability QOups. But an important additional component is interactional
history. The beglnnungs of this history are to be found in the early lessons
and in closely related classroom activities, like the Sharing Time eplsodes.
In the 2&rly lessons the teacher's expectations helped to produce, and

were in turn reinforced by, the students' conceptions of the task of reading.
One observable manifestation of such'conceptions are prosodic strategies

: used'for-text-processing£ and these strategies, by treating either single
words or phrases and sentences as primary units, helped to determine

- which interactional optionS the teacher will take. These strategies share
certaln .features with oral narrative styles, however, and as is discussed in
some detail in the analysis of Sharing Time eplsodes (Mlchaels and Cook-
Gumperz, Michaels and Colffns; this report), where children's communi ty=

based discourse. habits do not ane wsth the teachers notions of narrative

schemata ‘and prosodlc cues, then |nstruct|on is reduced both in quantity

and quality. ‘A slmllar state of affalrs should be expected in reading group
instruction. §econdly, and on a methodological note, these findian did

‘not result from experimental studies or surveys of test pooulations; Rather,
| we used our ethnographlc data and “the relevant literatures to generate
hypotheses about the role of language use-in strateglc educational settlngs
($l) We then searched our corpus’ of eplsodes for material with! which to
clarlfy the hypotheses ($2 and $3). Our explanatlons take the form of
add|t|onal hypotheses which suggest d|rect|ons for further research ($4 and $5).

" . . .,
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1. The concept of conversacional inference and éhe role of. prosodic
contextualization cues in such inference have been discussed by John
Gumperz and collaborators in a series of papers which analyze inter-
€thnic communication. For applications to West and Asian Indian English,
see Gumperz (1978, 1979 and 1981),Gumperz and Kaltman (198C);for appli-.
cations in educational settings, see Gumperz (1230) and Gumperz and Cook-
Gumperz (197S).

2. This raises the controversial issue of what standardized tests measure .
the importance-of situation on language use in general and test-performance
in particular has been documented: Labov (1970) has shown the effect of
situation on the willingness of minority children to become engaged in
conversation and = answer test questions; Hall and Tirre (1979) corroborate
Labov's findings and eleborate on the question of situation.

3. Five sessions in which individual children read with peers or for’

an individual adult were excluded from the initial count of 36..

4, The higher mnnutes“per-leSSon ratio is due to dlsruptnons in several
low=ranked lessons, whnch .then require extra time for complétiqn. This
of course is relevant to McDermott's findings that low rankad reader,
spend much less time-at the actual task of reading because of dnipofflon
of the reading group .

5. The notatnons we use in transcribing prosodic and paralnngunst c cues
were developed by Gumperz and his collaborators based on Trim's work.

bn this system, tone group boundaries are indicated as major '//".or ..~
~minor "'/"'. Within the tone ‘group we indicate the pitch contour on the
‘nucleus as follows: """ low fall, "M high fall, '," low rise, "/"

high rise, "A'" rise-fall, "' fall-rise. Secondary heads are '* ! " high
or "\ low Paralnngu:stlc features such as a) shift to high pitch

register "' or shift to low pitch register ''L' (both applying to the entire'.
tone group), b) pausing "'..'" indicating a break in timing and ... indicating
'a measurable-paus, c) vowel elongation '': " follownng the syllable,

d) speech rate: "ace.'' indicating accelerating tempo and ''dec.'' indicating -

slowing down, e) loudness over an entire tone if indicated by ''p" (soft) "
or ""f (loud). Doubllng of any one of the above symbols indicates extra

emphaS|s

6. All the eplsodes discussed in this report are taken from leSSOns in
which the students were reading stories contained in the basal reader
Amngoes Ups and Downs (Hoguet 1975) .

R | S AR - ..._.__MA_ PR
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Spoken Language Strateaies. and Reading Acquisition

Herbert D. Simons and Sandra Murphy
University of California, Berkeley

Child #1: it looks like a music note...but it has points.and it sort of
looks like a saucer. o
Child #2: This ofie just looks like a...something right here, like this
- part right here, looks like a key. And this right.here...
Iooks like a planet.. lnke a ship. |
Both of these children are describing an abstract figure in the_presence
of an adult. They have been told that the|r descrlption; which |5'be|ng tape =
recorded, will be read by one of their classmates, vho will have to pick out -
the figure they are deScriblng from an array of nin: abstract flgures. “Al=-
though these descriptions were equally successful |n accompllshlng ‘their task,
they have a number of differences _ One -of .these d|fferences concerns the de-
gree to whlcnﬂthey are tied to the temporal and physical situation in which '
‘they are being produced. $poken language is typically produced_in face=to-
face encounters in which participants share the same temporai-and spatial
frame of reference. Thfs characteristic of spoken language differs from writ=~ .
ten Ianguage;in tnat the production of the written.message is separated in
 time and space fﬁom the'decoding'of the message. We believe that chlldren s
sensitivity to this difference between wrltten and spoken Ianguage |nflu- '

Y

ences their acqunsntnon of readnng skill.

Teacher: Say the word ''sand' without the ' (s)'f.
Child #1: and . h
Child #2: sand - | o
< N . :
.In order to successfully.perform'thfs task children must be aware of the
. 'segmental nature of Englisn words. They must be able to focus on the phono-
logical properties of the wordsfrather than_upon their meanings. This aware-
ness, which has been called phonological awareness, is important in learning
to ‘read because.reading acquisition, at'least in its. early stages, involves’
Iearnlng to map sequences of . sound segments on to sequences of graphlc units.
The - purpose of this research then, is to study the relationships among

several factors 'ﬂ. sensltlvity to the spatno-temporal dependence of spoken

language;"Z. metallngUlSth awareness of its segmental nature, and, 3. read- .

"ing acqunsntlon




The Language Demands of School

The entry into’ school marks major social linguistic, and. cognitive tran-
sitions for children. Children coming to school must learn to communicate and
erate with adults\and peers outside of their home netmork-who do not share

their communicative background They must develop new language use skills in

order to participate in classroom activities, to gain access to learning oppor-—

tunities, and to demonstrate what “they have learned. (Simons and Gumperz, 1979).
ntﬁhildren also face the demands of becoming literate, which is the major focus o
o\\mUCh of schooling. The sophist1cated language skills that children develop
in the course of their language acquisition are not sufficient for an effort-
less transition to leteracy. Their encounters with written text require them
to‘become aware of their spoken language and its units, and to develop differ-
ent discourse processing strategies. These new discourse processing skills are
needed because of the differences between written and spoken language.

Written and oral language d’ffer in multiple'ways. (Rubin, 1978, Schal-
lert,_Kleiman and Rubin, 1977) Speech tends to be multi-channeled, including .
lexical—semantic—syntactic, i~ ‘:ractional, paralinguistic, and nonverbal. modes
of transmission, while:writi unimodal depending heavily on the lexical-
syntactic-semantic channel. ¢ 'al .anguage usually involves a high degree of inter-
action and involvement of participants who share the same spat1al and temporal |
context. Written language, because the writer and reader do not share the
same temporal and spatial context, has almost no interaction and less - 1nvolvement.

Written language is more decontextualized or autonomous than spoken lang-
‘'uage in that it confines itself to the lexical channel. 1 it is minimally de-
pendent upen simultaneous transmission over other channels, such as the para-l'
longuistic,'postural or gestural, and it islminimally.dependent on the contrie-
bution of. background 1nformation on the part of the hearer." (Kay, 1977).
‘_Written language is more decontextualized than spoken language because it is

typically less dependent on the spatial and temporal situation in which it is .
produced While situational cues and simultaneous multichannel transmission
of information are used in interpreting meaning of oral language situations,
in written language there is only one channe. Both spoken and written lang-
uage require a context for interpretation, but extra cues in the situation,

in addition to linguistic cues, help create aocontext for the interpretation -

of spoken language.. In written language,.the context must be created from.

;imlfwThe;term;lexical will be used as a shorthand for lexical-syntactic-semantic. .

. , 3 | ‘ ' v
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the lnformatlon avallable in the lexical. channel,and in general the srtuatlon
contrlbutes lnttle to the productlon and decodnng of the message. It is in
th|s sense that written language is more decontextuallzed than spoken lang-
uage. Lo , ‘
Because lnformatlon can be exchanged over more than‘one channel in oral-
language communlcatlon, gesture, |ntonat|on and posture, etc., can be used re-
dundantly and’ sometimes even. substltute for elements of - the lex1cal channel.
Adults tend to foreground ‘the lexlcal channel weth the intonational channel,
and background other channels. Children, on the other hand, tend to foreground
the intonational channel and background the lexical channel. (Cook-Gumperz and
Gumperz; 1978). Since in ertten language the burden of the transmission of
.information must be carried by the lexical channel almost exclusnvely, one of
the tasks for children in acqulrlng literacy skxlls is to Shlft from multi- ' )
channel signalling to uni-channel sngnalllng *.They must learn to confine tnem- -
selves to the lexncal channel in producing and comprehending written text, /i_
_whlch requires that the lexical channel itself must be treated dlfferently “
ln oral communncatxon words may be used to refer-to elements present in.
the situation, and to its participants, because the physical and temporal si-
tuation are shared by the speaker and the llstener., This type of reference,
where a WOrd refers to an element in the context'of the situation3 has been
called exophorlc. (Halllday and Hasan, 1976) . In general' reference spec{e,
fizs the information that is to be retrieved by a listener or reader.‘ Exo-.
phoric reference sngnals the Iustener or reader that the information is to be'
retrieved from- the context . of the situation, whxle endophorlc reference sng- e
nals the llstener or reader that the information is to be retrleved from the
text ntself For example, i{f in a conversation the speaker says- “wlll you
please put the cheege over there," the |nterpretatuon of "you" and '"'there’' de-
pends upon knowung or being present in the sntuatnon ‘in which the utterance oc-
curs. ”You" and "there” ‘are used exophorlcally ' ln the sentence "Johnny s
~walked over to the table and he put the cheese on it' the words “he“ and et
are used endophorlcally, when "‘he!' refers to ”Johnny," and.'it" refers to "the
'table" or to séme other antecedent in the precedlng text.2 Exophornc refer-
ence~|s,more characterlstlc of spoken lnaguage than’ of wrntten.language. with -
the exception onteth'hhere‘the autho- refers to himself, or to the reader,

as |n first person narratlves or letters, etc. In flctional narrative, how-

v

> ever, all reference is ultnmately endophortc, because ln narrative chtlon,

2 It Is possible to use the same words exophorically, however, if "he' and/or

"it" bear heavy stress and are accompanled by a gesture, etc.,. |nd|cat.ng
that their referents are present in the context of the situation, in which

ather than the tahla. . .. P e e o~

RN

" case "he'' 'would refer to someone other than ”Johnny," and tielt to Somethzng~afz_;,'



Uthe context of situation includes a 'context of referénce ' a fiction that is
to. be,constructed. from the text itself." (Halliday_and Hasan, 1977). One prob-
lem for children learning to read is to learn when to interpret forms endophor-
icéllygeand;whenatoainterpretnthemcexophdrﬁca1ly,,withouthhqfdiéambiguating
clues provided by stress, intonation, and gesture that are available in oral
language sitvations. - ..._ . ioot P PR LI )

.- -Many linguistic forms that are used exophorncally are, also deictic. .Deic;
tic categories are-relevant-to the~er@ghorlc-endophorlc;dlstlnctlon and tou;hé~
question of the acquisition of literacy skills, because in general, deictic
forms.-yelate an utterance to-Agpértj,ulafatimé,,Joca;ion, speaker, or.discourse
context. Categories of deixjg ihciyde:34 ' | .

Parson=DeixiSz-:ProNOUNS: =n: © -fam ' ioeo . T T1a teoel ontta s

chr-nMay | ride your Eike?;l;:'.'-" Tiena T e -;'*'_ s Tnem o rom L thmee
-+ . ~You have my pencil. R P iy

Temporal-Deixis:  temporal.adverbs; tense - .. .% ia ;s esr .o e,

| saw the game yesterday.

- LGive it tome now, - ool siniiie Ltual.l G lclenlomlosoLL o -
’ L3

Place-Deixis: - .- R : -

< --~Adverbs: . here; there : . -~ -, . .o o7 e e

“Put it there.
.Put it here.

alr-.Demonstratlve AdJectlves and Pronouns: -thié;:that' cATe el L e )

vr:-<;~. - want this Ilttle toy. ., . : i

{777:-‘1 'lee-me that. - - -« ot

+#.. Motion verbs:. come,fgo; bring, take , . .. .. ... .. . - : " o,

mimes auMay l-come inZ.- et ear e C -
-Do you want to-go in?, - .. . = L

-.~~ Forms that are.typically. delctlc in character may: be used non-deicti-
ca]]y, .The word '‘here,!' for cxamp]e,hwhen‘used in represented thought in a
third person narrative, does not requigg knowledge of a ''speaker's" location, .

because- it refers to. the location- of-the character whose thought is being re-

-presented. - In other words, if | write or_ say "He liked it heret in a third per-

" son narrat|ve mode, 'here'' refers to the: locatlon of “He,” rather than to my own’

Iocatxonngs RE write(or. say) the: sentence, ,In.most oraI;Janguage.sltuatlons,-

3 Social deixis (forms of address determnned by soc1al etatus), and dlscourse
“deixis . (features which sngna] new, gnven or “old”}unformatnon) have also\been
.discussed in the literacure._‘ - : :

.- Lt
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=rd many written S|tuat|ons, such forms are used delctlcally, l.e., they in-
corporate |nformat|on about the speaker ] perSpectlve Represented tbought appears in

[ ARSI o JA T S R od St R SRS
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some early readlng texts, although |t is an |nfrequent phenomenon.' 1t’is

l|kely that most children will have had l:ttle experlence wnth thls narrative
R AR -1 L TR VI LIk NOOPRTeYinTel L2 23305000 1 Ca . ¥oa L Peue Ly
mode especnally |f they have not had Such storles read to them |n the home

e -

speech in early readlng texts. !n indirect speech the word "here'' would refer

to the locatlon of the speaker of a sentence, ‘e.g. “She sald (that) she lnked

4lt here." 'ln dlrect speech the word ”here" Qould refer to the locatlon of the

guoted speaker of the sentence ln other words ln hearlng or readlng the Sen-

TG i vt . we
tence, 'She sald “He lnked |t here,“' the chnld must lnterpret “here” as re~

fernlng to the locatnon of "'She " rather than to *he location’ of '*he'' or the

'\..‘ﬂa - " e

speaker (or wrlter) of the sentence.: The compretizinsion of deictic or referring
expreSS|ons in texts requlres an understanding of how these elements function .

ln dlfferlng text sntuatlons. Although all of the sentences above could occur

iy TesVEiR
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own temporal and spatlal context - for lnterpretatlon. The use of delctlc terms

rs ,._.. ~~ e

in wrltten text requ|res dlfferent language processing. strategies of chlldren,
whose language ‘experiences are 'mainly oral, and who are accustomed: to using

the physlcal andatemporal—5|tuat|on to interpret delctlc terms. ~The child must
learn to anchor deictic terms in |mag|nary contexts and to |nterpret them endo-
phorlcally some examples f rom prlmary grade texts follow, in which deictic |
terms, as well as other lexlcal items, must be interpreted from the perspective

of the text and the sntuatlon descrlbed

=

-

"adf‘wa':*“soﬁédne was there!
"That's just the old baby,“ thought NleY
But, no. lt was not Just the baby

B hButch was there, too (Macmlllan, l975, olors p 67)

The proxlmal dlstal contrast whlch underlnes the dlstlnctlon between

v —— .- N s Rt I TR N S CUR ol & Bl i R : R TTAST I sten e

“here“ and “there,U must. be ‘interpreted in relatlon to Nlcky, the maln charac-

ter of the story ' ”There”'refers not only to ‘the locatlon of the baby, but tolt'

a place other than where’ Nlcky is at that moment in the narratlve. ' B

l'.u.w,ton as i owriv “‘Ji SaVY} w2 Senr ....—J_. REL m) L Oreid !;m e .-.i,._:l.-x EER I
:4f~:F;-.—v~¢" " ,”See that thlng in the bush'”, Dad and Paul R » . s

: . , - went near it. A fawn! (Barnhart and Bloomfleld
R PR a © """Let's Read, p. 194)- '
o . . ] - -" — ,f .
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~tn'this- examplehh“that thtng“ is- coreferentnal with "a fawn,“ and must be
1nterpreted endophorlcally, while "that” smplles a'distal locatlon 1n relat:on

o - l«’.-.‘-\ -

to "pad and Paul RIS - T Frfeen sy Ramn e .

$ ...::l. Al '.'.t'l':"»."".:l il
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“Sally'said to'dlll."Come to my house tomorrou.ﬂ_“
“ (Rubin, 1978) ' T

Sprech in ey raoaing "e‘ e, tn n.. rac., sne2coye (e LorT hare AN B

{
o
W

~When reading this passage, the child myst realize that my" refers to
Sally, that ”tonorrow“ refers to the day after the‘utterance ls produced, that

“come“ |nd|cates that Sally w:ll be at home the next day, and that Jlll will

come from some locatnon other than Sally ] house. Y'Come, o “my" and "tomorrow”

must be nnterpreted in relatlon to Sally,‘and to the hypothetlcal ”moment” she

' utters the invntatnon in the context of "the narrative. Whlle quoted dnscourse

' proV|des an lndlrect kind of anchorage for l'delctnc” expressnons, in that one

'can refer them tO a character in’ the context Of the narratlve Some fll‘St =

grade texts use delctnc forms wlthout |ntroduc|ng the’ speaker.- Some examples
“follow.” :

DS vem

"Such a load to brnng into the houseq” (Barnhart
and Bloomf:eld, p. 227) S o -

Sewd - c-

‘Here the deictic form "brnng” indicates that ‘the "speaker'I is in the .
house, but it ls left to the chlld to create a context for its |nterpretaf|on. '

-There_ls no explicitly named character which can be identified as the
''speaker. " o -

!

—

.T T A. ‘. : .' . ‘\‘ ’

o i “Jack may play w1th this trann, and Dnck may play

WIth that traln." (Barnhart and Bloomfleld) - ~-ff

|
) | T
|

his example, the proxnmal dlstal contrast implicit in the meaning of . A
this and that |nd|cates that’ the train that “Jack wi'll play with is closer to o "f?TF

the ”speqker" of the sentence than the one that chk will play with, Because -

yo

'the sentence s not part of a larger text, however, the ‘creation’ of ‘a context

for | |nterpretat|on is entirely left to the chlld " The. speaker is never expli-
cltly |dent|f|ed. Y ) ' '

\
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‘'Nick and Frank'cannot lift the big bench. Gus
~and Dan wiii “help them bring it out on the lawn,
Gus will help Nick and Dan wlii heip Frankp Gus
will help lift Nick's end, and Dan will heip 1ift
“ Frank's end.. .Gus will help at this end and Dan ..
wiib@heip‘at,that end." (Barnhart‘and Bloomfield)
In this passage. the deictic‘terml"bringﬂ‘sugéests that the speaker,is,out,
on the lawn. The proximal-distal contrast between this and that indicates
that Nick's end-iS»cioser-to the speaker-than Is Dan's. . The passage, and the
two, exampies which precede it would be easily interpreted in appropriate oral, _ .  €
face-to-face sntuations,_because the location and, identlty, of .the speaker .
would.be given information which couid .be retrleved ‘from- the context of the sie‘%
;'tuation, provnding reference points for interpreting "bring.“‘”this " and '
"that ' . As written texts, they are more difficult to.interpret, because.the
context_must be created solely from. the. information, avaliabie in the lexlcal.
channei ' ' '
In the exampies above, the reader must interpret the delctic terms from~:
’ the perspective of the text [rather, than‘from hts own’ phys:cai perspective.
He must ., create a context, interpret the text in terms of it, and become less
dependent upon the immediate situation rcr hls language use. He must iearn to
- process ianguage in a more decontextuaiized way. ..o ;_.:,“;,‘ '
The precise manner in whlch deictic: terms ln text'may create readlng prob-
Iems for children is .ot ciear.ﬁ In _some cases, they may misinterpret deictic.
" terms- and. actuaiiy mlsunderstand the text r; the shuftxng of perspectnve may
add more processing time and central effect to reading, and add to its diffi-
cuity The extra difficulty., |ntroduced by deictic, termsemay_accumuiate cver:

“time to iﬁEé}%;F;'w.th the -reading wch|S|t|on process.f One.would- aiso expect‘”-
that there would be Individual differences in the abliltyvto .adapt to interpre-
ting deictic terms endophorically. These induv:duai differences should be re-
lated to children's abillty tc. detach themseives from the. immeduate sntuatlonai
context and ‘to, create a dlfferent perspectlve from whlch to interpret deictic

terms. One of the purposes of. thls study is the examunatlon of the - relatnonshlpj;;

. between chnidren s abillty to!use decontextualized spoken ianguage in a situa~’
tion where it |s requlred and’their reading ability. -An association would be -
predicted, gnven the assumption that the use of decontextuaiized spoken iangu~—;

~age facilitates an endophoric |nterpretation of terms in wrltten.text, and the




.. . %l
_further‘assumption that the ability to interpret such terms endophorically

translates into improved reading'performance.

Metalnngu:stnc Awareness and Readxng ACQAJSItlon

Another demand that’ readnng makes on chnldren s language use is ihat
they be conscious or aware of thelr primary l|nguist|c activities =~ listen~
ing and speaklng This awareness has been called metalingu:stlc awareness.

“(Mattingly, 1972) Metalinguistic awareness is the ability to focus on the
language itself-as an'obJect rather than on’ the meaning or-the lntentnon of
the communncation ’ lt allows language users to focus attent:on on the phono--
loglcal ‘lexical, syntactlc, semantic and pragmatlc levels of language, to
notice anomalies .at these different lnnguistlc levels, and to comment on
them ““1t-allows" them to segment spoken sentences into words,‘and words into

. phonemes (see Ehri, 1978 for a ‘feview of "these studies): In tneir informal
conversatlons, speakers and listenei_ 'focus on the meaning and the intention
of the partncipants rather than the form of the commun:catnon The phonolo- :
gical ‘and ‘syntactic rules’ and units used, are out of their’ focal awareness.

Shdh Whlle all normal children develop into lnngulstlcally competent users ofv

spoken language, there are great individual dlfferences in metallngunstlc
skillls, and these individual differences differ dependnng upon the linguistic
level. As Rozin and Gleltman (1977) pUt it ’

~

.
¢~

) The lower the level of the language feature that mus t be attended ' oy
7" to and accessed for any language’ like activity beyond comprehens-ion, . :
the more individual differences we find in adults; further, the low=-. -
er the'level of language feature, the later its accessibility to the
language learning child.. Semantics is easier to.access than syntax, .
..and .syntax easier  than phonology. With:phonology, again, global syl- ...
lables are easier to access than phonemes and phonetic features, (p 90)

STy lt is. belleved by'R02|n and Glettmaﬁ’?ﬁiﬁii:er researchers . that metalln-

Zphonological- awareness in.particular, are.

,important factors in, an//pdsslbly necessary prerequlsntes for-learning to
read " This" belief j

‘based ‘on’ 1) the existence of inngudual dlfferences in . .
wareness,»Z) the fact that learning to read is difficult - '>Q;3

_ metalinguisti

while learping to talk is- apparently effortless, 3) the findings" of posntive )
cor:;};flons between xeading achnevanent and metallngulstlc ski 11s such as
theability to segment words into phonemes and sentences |nto words,. and 4)

e fact that phonologlcal segmentatnon skill, whnch has strong relatlonshnps
with reading achnevement appears. to be closely. related to understandlng the

kgf/a*ﬁﬁ:betlc nature of English orthography and learnnng sound~spelltng cor.es-
pondence. ‘ ' ' ’ Co

él;gééﬁéhgawfd’hf
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Understanding the alphabetlc nature of Engllsh orthography and learning -
sound-spelllng correspondences are important in learnlng to read because they .
are important..in learning to decode. . |t has been argued that metallngunstlc
7awareness at the-phonolOglcal level ‘is ‘an important-skitl-in- learning-to- read 1
because it appears to be a prerequlsnte to learnrng to decode, and because - -
large |nd|V|dual dlfferences exist ‘which show high correlations with learning
to read. This argument has some problems; however, Flrst,~the importance of ‘.
- ledrning to decode as a necessary part of learning to read has been question=-"
ed by Smith (1973), and Goodma!h (1979). Second, the empirical evidence is
. mannly correlat:onal--thus |trhs cons:stent with -several-other’ possnble ver-
.sions of the relatlonshlp, lncludlng the possnblluty that metallngulstlc a-.
wareness develops as ‘a consequence “of Tearning "to read. "Ehri (1979) has re=
viewed the®évidence and has’ argued that' it facllltates learnnng to read.” " ' T
However, whether or not metalldbulstlc awareness is a cause or a consequence -
of learning to read, it is-an |mportant language sklll ‘that is assoclated -
with’ learning to read, ‘and it ns not very well developed’ before readlng'
encountered. ‘The” acquns:txon oﬁ metallngulstlc skilis in school‘requlres
- children to use language in a drfferent manner than in thelr normal communi-
cation. Instead of focusing on the content or meanlng of the: language, they -
-must “ocus on its form, partlcularly at the phonologlcal level in order to
acquire decodlng skills, and slnce most beginning reading programs focus on
decodlng to some degree, almost all children’need- to ‘develop™ phonologlcal a- f}
wareness. |here are of course great LgdavWﬁw%l socxal class and,ethnlc ,"“A-
dlfferences in the poSSesslon of these skllls among chlldren enterzng school '
| These dlfferences mgy ln part be due to exposure to llteracy ‘and - l|terate—
llke activities. Thus some chlldren may have prevnous experiences that make

LR R R -.1

meetnng theSe new demands easner.' This study examoned‘the relatlonshlpsmbe_~_,_m“caan

e R et B L P LT o et e I N PR S S

tween phonologlcal awareness and reading sklll

. ) .

Decontextualozed Language and Phanological Awareness R

. The., .relationship between phonologlcal awareness and sens:t1v1ty to 'de-
contextuallzed language use is; relatlvely unexplored _ However we predlcted
that they would be signlf:cantly correlated because they both- reflect, at
dlfferent levels of language, .common ablllty to manlpulate language outslde
of_lts'every day use. ‘Both require that language be treated as an obJect of

'tattentlon rather thanna,vehlcle_of communlcatlon.'_At the phonologlcal level,
phonological awareness redulres'attention-to the‘segmental nature of the -

sound system. At the discourse level; sensitivity to decontextualized langu~
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'J ‘each figure. described. “The referentlal communlcatnon ‘task has been typlcally

3. Children's use of inappropriate contextually dependent'language.will:be

S

M )2Y

- age use requlres an awareness of the influence of the spatlalrtemporal sit-.

tation’ on’ spoken- communication. Pl D miene D LULGE we e e itean s e

These skills differ in that they obtain at different linguistic levels,

* . and” they may reduT"'"dlfferent degrees and' types of cognltlve'skllls. "One” "

 would ‘expect that phonologlcal awareness,‘because it is so far removéd from

'the‘focus'of’normal_discourse, Qould~oe‘more difficult to develop and_Would .
exhibit great-r"lndlvldual dlfferences;”as'Gleltman and Rozin'claim, than |
would senslt:vlty to decontextualized language use whlch is a discourse
5kill, ~ It is assumed- here that discourse skills are more available and sen-

'slflye to subject 5~awareness. " 1T Would 31so be expected: that phonological™

‘awareness should show a higher correlation with reading skill, because

'greater lnd:v:dual dlfferences appear at lower levels of language features o
:'” C R _: Des:gn ) :

-~ o ST . P . . ' : L
Hypotheses: :: ... - i e nins Crveazee L e

On the basis of our analysis of children's language usé and the language

demands of school,we formulated the: follow:ng hypotheses:

- ereraead - -

1. Chlldren $ use of |nappropr|ate contextually dependent language w:ll be

po5|t|vely related to thelr readlng achievement.
2. Children's phonologlcél awareness W|ll ‘be pos:tlvely related to thelr
readlng achlevement
' -negatlvely correlated]with their phonological awareness<.
These Hypotheses were tested through a correlatlonal analysis of the rela-
tlonshlps among metallnguistlc awareneSS,'lnappropr|ate contextually depend-

ent language use and readlng achlevement

K FeEbfaeffa series of abstract flgures " The subjects were told that their . %~

: administered with the other chiid present, but behind a 'screen. It has been -
" used to study chlldren s communlcatlon strateg.es (See Glucksberg, Krauss and

“Variables

vlnapproprlate Contextually Dependent Language Use °

e =~

Chlldren s use of inappropriate contextually dependent language was

measured by a modlfued vers ion of the referentlal communlcation task '(Krauss' e

and Glucksberg)  In thlS task subjects were’ requlred to descrlbe into a tape

descrlptlon would be used at a later time to enable a- classmate ‘to identify"

Higglnsg 1975, for a rev:ew of these- studles) It ls also helieved to measure

'"3 U
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“

chlldren s accuracy of communication and’ their ability to take another per-
son s perspective... (Flavell et al, 1975) It was used in this study because it
requires language use that is similar to that required in reading written. |
text.. .The sender.and receiver of the,message are separatedwin.time.anda .

sgace._lacth written language and'this‘tas@hrequire a subject to usg language

' that.1s“min§mal]y_dependent“upon;the situation. In other. words, this task,

'ployed were the absolute number of exophor:c-delctlc references, and the num-

- cards.. They were assigned numbers for the purpose of |dent|f|cat|on, and as~

) ray. E presented the follow«ng jnstructlons to S:-

language would be negatively associated with readnng achievement.

‘as well as reading written text, requires.the use. of decontextualnzed langu- .

age... Assuming that learning to read written language requires learning to
give up dependence upon the physical and temporal context or situatidn, it

was:predicted :that. the production of |nappropr|ate contextually. dependent
The measures of |nappropriate contextually dependent language use em-

ber of exophorlc-deltlc references divided by the number of clauses (EX0 Ind).-

i L : Language Use Task: Matérlals and Procedures
Ce =

.. The. stlmulus i tems were n|ne abstract fngures (Krauss and Glucksberg,

1969 Heider, 1971), drawn in black ink and mounted on separate 3 x 5 lnch

sembled into a flxed array: -
. . L
b = .5
- _ -l!,zj' . “““\“‘*ﬁx~\_;;~f+§
6 7 Kjr)l 9
SubJe‘ts were snd'vIdually asked ‘to deScrlbe each of the nlne abstract fi- o ,"f;

gures

'nto ‘a tape recorde., wi th the purpose of enablnng a future peer lis-

tener to select the stimulus item whlch ellclted each encodlng from the ar- -

131
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E: Do you see all these pictures? {'m going to point to one, and 1'd
like you to look at it and describe it...tell what you think makes
It special from the others...mention anything you'd like to say a-
~bout it. But the description is not for me. Youfre doing it for
or someone else who's not here right now. You
are .talking to this person in a way that, if | were to bring him
- here later, show him the pictures all mi xed up, and play him the
tape, -he could pick out the one you're talking about just from your -
description, without you present here.

E proceeded from figure 1 to 9, although some Ss spontaneously'Varied this-
order slightly. Ss were permitted to take the target stimulus card and turn
the figure around or upside down in examlnlng lé E prompted each S to say .
- more lf he/she stopped after a minimal encoding. When Ss- préduced descrlp- '

who would hear the tape was not present.

Scoring Procedures

-

The, protocoi descriptions produoed by each iubject were transcribed,
and the wirtten texts were used for the-scoring'procedures. Three scores
‘were produced: number of exophoric-deictic forms, number of clauses, and the
_proportion of exophoric-deictic forms, which was computed by dlv1d|ng the

_number of exophoric-deictic forms by the number of- clauses.

A clause was defined as any slngle word or group of words operating in
conjunction with a verb to convey an idea. The T unit, which has been used
in many language stucies . ) _ © .. was not used as a
measure ln this study because syntactic complexnty was not being investigated,.
and the ratio reflecting the sub)ect s communlcatlve strategy would have been
distorted by such a measure, having the effect of pena112|ng those students
who exhibited. greater control\over syntactic subordination. If one subJect

—_—tends_to_produce -single- clause“T‘unlts, “arid another prodLEEE”HSF; comp iex
structures; ‘the ratios would not bé\strlctly comparable. For example, In one. f”;
protocol the subject said, '...but lt\doesn t have...um somethnng...that is
underneath this part." One could count this as a single T-unit and it would -

L,“‘.“h’ave—a\r io of exophorlc-delctlc reference\fo clause of l/l in the. proto~."' o

- cols of 2i;;;\;EE]ZEEET‘fh same~+dea might Be expressed as "...but it" does%‘t_h7 .
have somethtng underneath this. part’and\jtﬁs\nat\underneath‘thls part,” re= s
sult»ng in a ratlo of 1/2. in oral discourse, the latter corstructlon |s

.
l

perhaps the more typlcal because peOple tend to loosedy connect ideas with |
con)unctlons (e.g., and, _but, and so), not having the tnme to more explucntly _

structure thenr relatlonships.
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“ltems were'counted as separate clauses if all or part of a verb con-
struction-was present.- ln:the following sentecne,: for: example~ three. Sep-

arate ''clauses'' would be counted '""'Sort of looks like a moustache going

llke that and.. c_.curls.” This’ type of constructlon preserted somethlng of
" a problem in that curls.in the example c|ted could be either a nbun or a
verb.wuth theb;uBJect deleted...Only two. such |nc|dents occurred however,
and they were counted as clauses. ltems were not counted as clauses |f
they were l|sts of attrlbutes, e. g , "And looks like a‘::“turtle, and a
tail. i Repetltlons were, not counted more .than once, e. g.,-“Now that one
got . now that one got six corners to it." Single word and short phrase re-

sponses to Experlmentor s prompts were not counted because they are more ap-

- R T ettt e md

.proprlate for. conversat|onal |nteractlon Longer responses “were aiso omitted
_lf theerepresented conversational dlgresslons, {.e., only clauses that re- . ;,;;;
przsented subject's attempts to actually descrlbe.theﬂobject were counted. ' -
incidents. of exophorlc-delctlchreference.we?e counted if it could be de-
termined that the reference was to one (or part of one) or'in a few cases,
"more -than one of. the obJects, e. g., "These look- like- those.''.. The incidents.
of exophornc*delctlc reference consisted almost entlrely of _the oestural it-

ems this, that,here and there. Less frequent was the occurrence of plural .y

" deictic pronouns, e.g., these, those, and them (a form used |nterchangeably in
some dlalects with those). "That“ was not counted if it was. used endophorlc-

ally, or to lntroduce a relatlve clause and it was not counted if |t sugnal- .

led the end of a sequence. All three condutlons apply Tn the: followung exam=

' ple: *'That's all. that | can say.iz Pure repetltlons were nat counted, e 9es.

‘'Um...this one, this one is shaped like a triangle:'" See also examples be-

Llow.E However;—sequences ‘such~as "this one got ]|nes°and _this one got B .
llnes,” were counted as having two incidents of exophorlc reference when it
was clear -that the subJect was contrasting separate items or parts of items.
n—nquThe following~examples listed .in Table .1 from the. protocols are reprer- -
‘ ".sentative of the types of exophorlc-delctlc reference that occurred:

=

e e Y = Table 1

"ExampleS'of'Exophorlc-Delctic Reference: °

”ThIS looks llke . *that looks llke a flyln' saucer ..hut.. that looks l|ke"

T a blg, glant hook’” e o P : ‘ : l;
"""This one just looks like a.-.. uh.. somethln' r|ght here, l|ke th|s part rlght ‘

““h;FE:‘looks-lLke a key "o S

..,lt looks llke...um ..lt s a monster.T*s.hereTs his 1ip and here's his paw."
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Table 1 (cont.)

“This ofie Ts"shaped down,”and>..7t'sii 11t goes arcund and-these litéle™ ™"
-~ points. ' - - e 7T AR CLe é )

"it kinda 11ke.a key, 'cause it have two of these things...two of these’

ri=...and it's round an' got these little things stickin' out.'

UThese::*them two ‘is downson bt Vet =rs b pererims od s o
"That one looks like a square...lt' s'llkeJthat'""kﬂ' n T

“That s-, *that looks like the gun shooter like, when you hold it like..
LS 9

£ . _-thisn'...that's look like that e o “,'“

"That Took ljke...um...part .of a.. rlght here....these Took Tike...um" two’

fingers- .look like two flngers .um EEEE look like..wum...a vase,'}ike
L you put water in there." LT B '_'. O
"...that's a triangle...right there and'this look like...a thing yAL cut
" ‘grass Wlth, right thgrg ..and you put here a. little...it got here a

. . kd - i - e L. . : . . L.

little Rook,!t =~ it einiin & D

”Oh. .and these, n' these* don't have no holes like th|s, dont' have nothnn'

/
I B .

Tike this go around ‘1ike" that go stralght like.. ,
''And Ehlg_one, this* one look like EﬁLi"' . . S : ¢
' ..and‘thggg fook.]ike some fingers go?goin' aounrd“fggﬂ ahd'it'gots two
and it gots two corners, a0, no, it got four corners right thgig I
"And--, and that one, 1{ke, and that* one, um down Ehgrg, it kinda it look
Tike, ‘um the one that,that um, !'m talkin' about," _' ) _'J
' "Well there's sort of a...tr:angle in here and there's ert of...almost &

ruang*‘.;um Y- L trlangle in here, on’ these thlnds that don t go
w*f“iﬁ-waall ‘the way down yet." ~ ~ ° ".f_f T B a U
"See-...this one. . .these two is the same, but th|s one |s not.!’

A measure of reLuabillty was obtauned for the exophoruc—decctlc refer-

ence Scores by havung a second person score and rank ‘the data Because the .

“analysis was baSed ‘on ranked'dgég_ Kénda;i:s Coeff:cnent ‘of Concordance was'”. o
. used'to obtain’a measure of agreement between rankings.’ “Wheh w57, the x* -
.dlstrlbution may be used to test the slgnlficance of the coefficient. In. :

thls case, with an N of 21, the cr:tlcal Nalue of the x2 dustrubutlon (df =

20,,p( 01, W =..99, .2 39. 95) indicated statsstically s|gnlf|cant agreement

, - between' the ranklngs whlch ‘was - judged adequate for considering the: scor|ng

-system consnstent TP PO S SRRE BER e -
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To rule out the possibility that clause length differed signlficantiy,

which would.-have. had the effect of aiterlng their rankings.on.the:dependent

variablé, Kendali's Coefficient of Concordance was also computed as a mea-

sure of agreement between subjects' rankings on number of references per

word, .and their rankings ‘on number of references per ciauSe .The results

(w‘z..955, df = 20,;J2'3J38_19, p(.Oi) “showed significant agreement.

Phonoiogical AwarenessI

- Phonoioglcai awareness was measured by a phonenmic segmentation task
(PHSEG) “lIn th|s task subJects are required to listen to a word, repeat it
and then say the word with a specified Segment mnssnng. For exampie' sub-
jects were asked to produce the word "tali“*without the /t/. When subjects
-faiied to produce the correct response they were glven a second trial. Sub-
jects were given credit for the Item if they produced a-correct’ response on

" the first or Second trial. o T T T f ST T
There were 22 words lnciuded in the task, ii real and 11 nonsense mono-
syiiabie words The nonsense ‘words were paraiiei to' the reai words fThe‘

words are listed beiow foiiowed by the segment that was to be deleted.

Real ., = - o , . Nonsense

eall - e [t‘sﬁ'" - [t]
chill - &1 . S [Ek1 -1
sand7- [s[ A T Isald] - [s1- T
ship - [s] ' \ [$ap 1 - [s] a )

" shape - [$] | . :J [sen.] _-.13]. .
pray - [p] ~ Ipret 1 - [p] g |
brat - [r] o Ibriv] = r] .
stay. - [e] 7o\ 0 [stigl- ]

| L T K e " _
\ : e
~ soap - [p] [foop T - [p] '
_ant - [t] “

—
o™
pe |
.~

R
[]
—
(a4
S

R

[ S
I Jee o

Aii the reai\words pro ced real but dlfferent words after the specuf:ed
A

"segment was deieted The- nonsense words aii produced nonSense words wheﬁ“?ﬁ@"

speclfied segment was deieted [toP] which dis a reai word Mtop,'t in the dgi

_ alect of one of the authors wa mlstakenly |ncluded as a nonsense word.. Sub-‘

\ - ~
Tiwo other metainnguust:c tasks were admlnr<;ered = a phoneme biendlng task
and a lexical deietion\task Both of thHese tasks produced the same results
~as the- phoneme- Segmentatlon task. Thts report,wiil only report the phoneme
g,wsegmentation task R S A A SR ‘

v T
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Jects. were given'a set of- two practice words to explain the task and to de-
termine whether subjects understood dt. These words nvere, compound words
_”toothbrush” in whlch ”brush” was to be deleted, and ”cowboy“ in wh|ch ”boy“
was to.be. deleted This type. of segmentation has been shown to be easler
than phonémic segmentation because the units are more sallent ln spoken \\
language than are phonemes All subJects appeared_to understand the task.

The total number of items correct was used in this study. D

The major assumption underlying the use of 'this task was that the abi~-

lity to successfully accomplish it indicates an awarenédss of the segmental

N

natute. of English pronunciation..: o vLiil. .. Ll LoUl3n TO o hiorth. cefie. o

Reading Achievement

[ R R S S L I e L T e U IRERY - E RS S Bl ey et et

Reading achnevement .was_measured by the Comprehenslon Subtest of the . _

tal:fornia Test -of Basic SklllS (CTBS) Level B Form S (McGraw-Hlll 1973).
e+ . The metalingulstic task and language use task were admnnlstered over
the f|rSt .half of the year by the rese;rch team. ' The CTBS was administered
'by the teacher as. part of the regular school d|str|ct testing program..
The metal|ngu|st|c tasks and the. language use task were admlnustered
|ndiV|dually by a research assistant who was famlllar w|th the subjects be- : B
cause she worked in the classroom several days. a week ‘as a teacherﬁuéaid.

The tasks were administered in a separate private room.

2 o ' . ) = . -

- _ - Subjects -+ _ . .

.

-

_ . ‘The subjects of this study were in one first grade classroom in a pri-
- mary school inABerkeley;”California. These.childrenlwere ina classrbom;
that was chosen for the.larger ethnographic study that is described in this
'report (Gumperz and Simons l977) The classroom“coﬁtained quchlldren' Two
'chlldren were exoluded from this study because they failed to complete sev-
-eral of the tasks. The class was’ ethnlcally mi xed Wlth 13 lower SES Black
" children (7M and 6F) and 11 middle and upper middle class Caucasian child-
ren (6M and 5F).- Race .and SES were almost toally confounded in thls study,.
- 50 that it wnll be lmpos51blo tc dlstlnguish separate effects “To stpllfy _
the reportlng of thls study:the term race w|ll be used. The reader should

;understand'it to mean Trace and SE T | _ S |
. @ . - T ‘" l. A_ e ..Results S . :
Lf‘ ,~-~The meaps and standard deviatlons are presented in Table 2. The per- !

'centlle scores on. the COMP indlcate that the group as 3 whole was well ab0ve .

v
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average. There was a cluster of Ss-at the ‘90th percentlle or above in COMP
(37.5%);, and 62.5% of the Ss were above grade level (50th Ztile).

T L we WF onariosu. Vb oYed e .,-.:Taﬁl'e-.-;z._-;. R s;..,-.;;_ U b s

B L o R ';{7;} Basic-StatlsthS" '-?'_;-'" ; ’HLQhest7

*roe-Variable - - Xe oo 0§D - ~=<i- Range - -~r~-~-Possible o

L. PHSEG . _ . 16,2, .. 5.0, .62k . . - 24

©EX0  ir.. 052 el 13090 . ar L0-B1LL n loemn
" Clause 35 b 22.9- L997 . .

oo EXOCINDEX L ;- 385 1. 221 0-79. . = -

| CoMP (%tile)  66.0 26.8“ S 99 . k

: Hypothesls l Chlldren s use of tnapproprlate contextually dependent
language wnll be negatlvely related to thelr readnng

r,?, o achlevement '.'.',‘ ‘,‘}f
The relevant correlatlons can be seen in Table 3.
| ! e ——— ',J LT e O S
! _Table 3
'% = ‘. ’ Correlatlons E '_; o h:f . L
lnapproprlate Contextually Dependent ’ : B
Language Use and Reading Achievement '
| - o coMp . L
© . EXO -0 |
| Clause . 00
“=- EX0-IND .. ..uj;.\nluaf}.33*w;f“ .ﬂTHrJ;.Qk Lo
,7_.;EETETZ:TE§ . ..i ‘i'. ST e f;,"f% .;“1“ . :3';.“,' §

While EXO and Clause showed nonslgnlflcant correlatnons, EXO-lND was
g slgnlflcantly correlated wnthureadlng performance. Thus the number of 2xo-
- pheric- delctnc reFerences adJusted for- the "humbBér of clauses produced rather

. than the absolute numbers of exophorlc-delctlc references, ns related to ¢ ;

. ‘readlng achlevement The smaller the proportlon of exophorlc,references the
”,hlgher the readlng achlevement and the hlgher the proportlon of exophorlc re-

: ferences the lower” tne readlng achlevement The amount of talk as measured
by the number of clauSes prodUced and ‘the absolute number of exophorac refer-

4

_ences are not related to readnng achievement. = |

v -




| % 130

"-When race is partialed out of tﬁe significant relationship it becomes
~nonsignificant, The correlation between EXO~IND and COMP drops from a sig-
“nificant to nonsignificant correlation (-.39* to -16).

Race appears to act
as medlatlng varlable between inappropriate contextually dependent language

use and reading comprehension.  The results support the hypothesis, but sug=-
gest that other variables (race and SES) mediate this relationship. *

" Hypothesis 2. Chlldren 's phonologlcal awareness will be posntnvely
related to their readlng comprehension, ‘ _
The relevant correiation can be'seen in Table L. ‘ =
Table 4
Correlation ™ ST e e ais et

Cipn,

Phonological Awareness and Readlng

. . Achievement ;
Variable. . . ... .. . .COMP . . .*f Lo
PHSEG ST likk -

**p¢ .01 - ,
_The»correlation supports the second hypothesis. Metalinguistic skill
at the phonological level is 5ubstantielly related to reading achievement.v
This relationship is only weakly mediated by race. When.the effect of race.
is partialed out of this relationship through the use of a partial correla-

tion,.-the correlation drops'but-remaiﬁs substantial, as can.be seen in Table,

TableS oo ... . -

Partlal Correlat;on

'_?honological Awareness and Reading '
‘Achievement with Race-SES )

_ ' ﬁéFffaiTeHEOUfLL““f' T Zero Order "7 UPartial Mrt | Y
7 pmses <Tcowp T T T ghe S il |
- **pg. 01 |

Lo . 0]
. .. . i

The data provide strong support for the hypothesis. SubJects who have
a hlgh degree of phonologlcal awareness have a strong terﬂency to be better

readers than SUbJeCtS who have a low degree of phonolcgngal awarenﬂsa, re-

i
§
{
[
i

. . '.' - ) . P -
Q ) :
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: gardless of thelr race or soclo-economlc status, Awareness of the segmental

nature of spoken language appears to be an important factor In learnlng to

read j s
HypotheSIs 3 Chderen s use of lnappropriate contextually dependent

language wnll be negatlvely correlated w:th thelr phono- ,

P T R O T L o -

loglcal awareness. _
The correlatlon between EX0- lND and PHSEG is - hé* This correlation

1

supports the hypothes:s and suggests that these tasks reflect the same urider=

_ lylng ablllty on dlfferent llngulstxc levels. This is the ab|l|ty to treat’

spoken language as 3n obJect to reflect on it and to manipulate lt to meet ,

the task demands that require it to be used dlfferently than normal conversa- :

tion. It° IS this ablllty that may be necessary in learnlng to read

DlscusS|on L b : L,
The results of this study provnde strong support for ‘the lmportance of
metallngulstlc SklllS in reading achlevement, lndependent of the effect.of

race. The support for the relatconshlp between readlng achievement and use

" of decontextuallzed language is more equnvocal Moderately slgnlflcant nega-:g'

tive relatlonshlps were found between the measures of contextually dependent

"language use and readlng achievement. However, this relationship was com~ -

pletely medlated by Race-SES The questlon to be dealt with in this discus~
s:on’ls what are the mechanisms of these relatlonshlps?“ In the case of meta=

llngunstlc sk:lls, the mechanlsms are much clearer, Elther before learnlng

; to read, or durlng the process of learnlng to read, a chlld must become a-

ware of. the Segmental nature of ﬁpgllsh words and sentences ThlS can be ac-f'
compllshed through.la g:;ge/actlv1t|es that focus on the Segmentalechafacfér- '

' ”lstlc of language.‘ Par lclpatlng in language acthltles whlch focus- on langf

uage segments, such pig latin (Savun, 1972), rhymlng actlvltles, and “other

types of group and lndxvudual pT‘nyould lncrease chlldren ] metallngulstlc

Cmin e

awareness before they enter schopl. Cazden (1974) presents several examples

. o

from. the ll*erature of the type of‘language play that could develop metalln-
¢~guistlc awareness durlng the cofirse of language acquns:tnon. Prereadlng ac~
-tlvltles such as worklng with lktters and sounds could also develop metalln- o

' ulstxc sknlls.f “owever, Ehe\\ st llkely place that they are learned is dur-

ing the course of reading |nstruct|on partlcularly during decodnng or. phon-e'

ics instruction. In fact,

one of ‘the implicit purposes of decodlng instruc~

~tlon is to develop metallng lst|c skill. One would expect then tnat decod-
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|ng lnstruction ‘would develop metalinguistlc\awareness.

n=~. -ln_the classrcom under study, the low readlng\group (all Black-low "

$ES) recelved more decodlng lnstructlon than-did the high group (all Caucas-
fan-mid SES, with.the exception of oneﬁB]ack:chilo); . (Collins,..1980, this- '
report) The mfddlevgroup was:raciallv;mi*ed and received decoding and mean-
ing emphasis approachssfh_Beagjng“grgpp membershipacorrelated .84 with COMP.
It is not clear how successfnludecoding instruction was' for the low group.

" No post metalinguistic awareness tests were given, so imprOVEment in it could
notlbe measured. lf decoding lnstruction was successful, one would expect a
lower correlatlon between metalnngunstnc awareness and reading since decoding
instruction should. close the gap between those that have metalnngunstlc aware--

_ nessfand those that do not ‘ However, the nlgh reading group who. possessed
high metallnguistlc scores to begin with, may have profited conslderably from '
the meaning approach If so, the-gap would remain the same, resulting in the
hngh ‘correlation betWeen .metalinguistic’ awareness “and re 2ading achievement.’

It may also be the ‘nature of the - decoding lnstructlon that affects the- corre-
Tation between metalinguistic awareness and readlng achievement. Collins
(1980) has argued that the failure to place phonics instruction in a meaningful
context interferes with reading. achievement":However,,the lack of a M.A. post.
test and the effect of other fastors that may lnfluence readlng ‘achievement

‘make these posslbllltles highly speculatIVe : ‘\ . :
LY /

e

-~ The significant correlatlon between contextually‘dependent language use .
and reading achievement provndes support for the hypothesls However, the fact
that the correlation becomes nonslgnnfncant when race~SES |s partlalled out
suggests that these variables paly a role 'in medlatxng the-relatlonshlp One
explanatlor is that Black (low SES) children may use more. exophoric-deictic refer-
ences. than Caucasian(mld SES) chi]dren, thus confoundlng race-SES with contex~
tually dependent langqage use. This explanatlonlls supported by a T test be-
tween group means. Caucasian children (X = 29.3, SD =.18.0) had lower EX0-IND
scores than the Black children (X = 45.5, SD = 23.2). The difference approach-
‘gd_a slgnnflcant level (p = :066). ° The explanatlon is also supported by the.
fact that race correlated with EXO-IND (-.37).. Black chnldren produced htgher

-EXOSIND scores. Thls correlation was sngnlfxcant at the p = .03 level, -
'guibIBernstein.(1971.1975) ‘and Hawkins-.(1969) have: shown.that.there are class
‘differences 'n deixis use, with the lower class using'more of'ft;"Others'"in- o
vcludlng Hess ‘and Shlpman (1966) have argued on the basis of the Bernstein work
that this type of language use carries less meantng in communlcatlon However,

Hill (1977) has shown rather conclusnvely that this is not the case, by show-

v';lfl4ik;£gﬂﬂfifﬁaferh:if?f*]
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ing that exophoric-deictlc terms are Just as meanlngful as are lexi
L . e NG
plicit 'words such as names. A *~’“s\\\ :

In" an oral context in which |nformat|on is conveyed holistically,lexo-
phoric-deictic reference may designate locat|on (or other |nformatlon about an’
' obJect) more precisely than other forms of reference. Exophoric-denctic ex=
'pressnons ‘are motnvated by their intrlnsic efficiency, because they allow a.
reduction Tn the llnguistlc signal and avold unnecessary redundancy ‘and ela-
boration. However, exophoric-denctic expressions appear less often in wrntten
texts than in spoken language Thus children ] abllity to 1nterpret de|ct|c
terms’ endophorically should be’ related to their” abnlnty to read’ written “text”
The EXO IND score provides an indlrect measure of chnldren S abllity to

e~ [P Y 2 Sy

: deal with endophoric interpretations by measurnng their Sklll at adaptnng

,théir language in situations where the use of exophoric reference is lnappro-

.priate The correlation of race-SES with EXO-!ND found in this study suggests

that Black children have more. trouble dolng thns than Caucasnan children

However the moderateness of the correlatnon suggests that ethnnczty and/or

social class differences are not the only ‘factors in decontextualnzed language -
' use. o - C : oL T
o h"How do children learn'to"use'decontextualiaed“language?“ilt‘is“to thisqﬁf

question that we now turn Reading instruction certainly provides no system-

atic or explicit instruction designed to help chnldren handle 'the decontextu~
© alized language that is encountered in written text,oalthough factual ccmpre-

-———hensnon questlons—that focus—on—+nformatﬂon—explncitly mentioned-1n~the*text -

- may be of some help . -
However, there .is another area of classroom actnvuty that may ‘serve as a

vehicle for teaching chnldren to use decontextualnzed language.” This 1s shar~3ﬁ?"

ing time, or show and tell, an actlvity in which chi ldren are required to des-

cribe an. obJect or gnve a. narrative account of some past: event in front of the

rest of the class. Cook-Gumperz and Michaels (1979) argue “that this activity

is impllcitly des:gned to bridge the gap bétween oral duscourse and the acqun-

.sitlon of lnteracy sknlls._ Their analysns of the teacher s duestionlng stra~ -

tegies in sharing time epnsodes shows 'that the teacher's notion of adequate

' sharing follows a literate mode. As . Cook- Gumperz and Michaels demonstrate,
" the teacher- appears "to be’ trylng cd'aéc‘théfcﬁfi&reﬁ“fa pradice ‘discourse that
shares some of the characteristics of wrltten Tanguage, . The teacher's notion -

has the follow:ng characteristics
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1. Objects are to be named and describéd, even when ‘in'plain sTght.

-+i-:2.. ~Talk-is to.be. explicitly grounded. temoorally.and'physicalﬁy “

3. .Dlscourse is to.be tlghtly structured. so as to hnghllght one part:-

-cular toplc (whlch then makes it sound ‘important ) _

. 4. Thematic ties need to be lexlcallzed if. toplc shlfts are to be Seen "
oress.c:. 38, motivated and relevant, “(Cook-Gumperz and Mlchaels,‘1979, P. 8)
These characteristics tend to be features of written discourse. The first
two, lexical explicitness and the necessity of grounding the narrative temp~
orally and physnca!ly, are relevant to thls paper. They requlre that the . .
 chlld shift from.a-use of: exophoric referents- to endophorlc referents.. They e
' require that. the child lexicalize information in the narrative that is filled ‘
in by‘the’sTtuation and shared background knowledge in ordinary conversation
The followlng examples from sharlng t|me protocols demonstrate thlS po|nt
- Example ‘I: . , ' L :
C:. ,Yesterday, when I came . home my mother took me to a store. and l bought

these ) . . . ,
T:--What. are they7n . e e e :"<Em.-.“:t. ce e
C: Bells. ' ' : T

T: 'Little jingle bells. R o co , L
Example 2: '
C: Saturday | got a Tom and Jerry game.

RN

L T: How do you play it? N

.(Starts to open game)

_T;” Pretend .| can' t see |t.

. Example 3: _ - . - _
Warren-. | went to the beach and | found this little thlng |n the water
T+ For goodness sake, what Is lt?

“Derek A block.

Cs: A block,,a. block vt et s v g :)ﬁg,, e
T: A block, When 'did you to to the beach? ' '
Example LY ' '

- € When | went to the.. when l went to the doctors and 1 thought l 'was gonna "‘ ,

get a shot but | dldn t and | had to put this th:ng |n my mouth for a long -~

ke tlme. e e i et e e e EL e e e e : o
T: What was it? i | . .

- In these examples, the chlldren refer to objects exophorlcally and they

N

.
o~
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sometimes fail to ground their talk temporaiiy'and physically with expiicit
lexical information;"fln-examples 1,72 and 3, the objects are'preSent ¥ the
‘temporal and physical situation. .The teacher' s questvoning strategy is de-
signed to~eliéit an: explicit “léxical ﬁame and/or descr:ptlon. In example 3,
" the child is encouraged to anchor his narratlve temporaiiy° In example 4, the
object is-not.present in-the situation.- Here-the- item is anchored,inlthe-si-
:_tUation being described. " In general, the teachers comments are designed‘to
help the ‘child detach .him or -herself from the physical situation (Pretend I
can't see it) and to encourage the use of iexncaiized rather than pronominai
8F° deictic reférences” (What™is 1t?). ) o - -
- The teacher of the children in this study attempts to- shape the chlidren s
.oral sharing discourse through her questions and ‘comments so that It conforms
, to ‘her literate notion. | By doing. this. she may- heip prepare them to use spoken
g - language in a way that makes wrltten text easier to read. Cook-Gumperz.and
.M:chaels (1979) have’ shown that there is wnde varlation in the degree to. wh:ch
"sharing" lsvsuccessfui in the teacher's terms. These variations tend to be - o
‘correiated with race, with the Caucasian;chiidren‘producingfmore“successfui'*‘WWijj%%f
~sharing diScourSe and the Black children producing less successful sharing dis*' o
'icourSe. Because Black dlscourSe styie is _very different from Caucasian dis=
course. style, it tends to be harder_for :the Laucas:an teacher to follow, and
- thus her- ques stions interfere with the production of adequate’ dlscourse by .the
Black. children,. rather’ than bu:idnng upon it as with the caucasnan chiidren.
————Thus*-thrs—actmrnmrws‘unsuccessfui*for—Brack*chridren -and sucCessful*for Cau-———‘—‘——
casian chlldren as an aid to literacy ThlS may .help to explain the finding
1n this study that race mediates ‘the reiatnonship between |nappropr|ate con- . N
”textually dependent language use and reading achtevement c el
- Sharing thus provndes at least one mechannsm for showing how school acti- |
vities help chiidren ‘adapt their oral language to the demands of written ‘text.
The "importance of: teacher questions in fostering or vnterferung wnth this -an
daptation deserves further study. '

z

Future risearch should expiore the process by Whlch metailngunstic aware-~

_ nessmdeveiops before and- while ‘children are in schooi it should also focus

-in more ‘detail- on ciassroom language actnv:ties such as sharing in order to.
show in" detail how chiidren 'S ianguage Is. shaped to meet the teacher's iiter-'

ate language notions.

-

Do not reproduce this paper or any ‘part thereof without permiasion.

Il

Jeuny Cook—Gumperz.-Ablex Press'

Paper to appear -in EducAtional‘Discou:se: ed..
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ACTIVE STYLES IN INSTRUCTIONAL TALK

enny Cook-Gumperz

A critical problem for the study of children' s language competence in
Scribner and Cole as the discre- \
pancy betweex the cogni:ive4communicative_s 1ls that. the child brings to the .
school and thdge expected of the child in fo ) 1 educational settings. ' -\i‘

educational settings has been identified -

Scribner-and Cole say the "the school represents a specialized set of educa-&\\

" tional experience which are discontinuous fr those encountered in every- RSt
!
day-life and that it requires and promotes wa;S\of learning and thinking which
often ram counter to\those nurtured in practical\daily activities." (Science 1973)

While Scribner and Cole have ‘axamined in some: detail the cognitive consequences ‘ »
of this discrepancy, es ecially as it affects children in different cultural :E %f{
. contexts, there is a need also to ‘'study the discourse requirements made by the ?
school as wéll as the chi
"and out of school. '

communicative experiences and practices\both in
. \ \: ‘

° The school classroom is highly complex social \ystem, socialization into °
which requires a developmental y varied amount of time\ fJ\\h ldren. qwever.
_classrooms, like may: other gettings in real life, are such thatIt e par cipants
- are operating within them before - uch times. as they could be regarded as having _

- learned all the requirements of th‘ social situation. t is the: chil en- are

j room actions at the beginningnof'the schoo ,year\:ake up a good amount of the

; school day, and provide a very essential discours encodin' of the social know-j‘fn

classroom. - 1#( - L :“ayg,%

School-days are social events in which langnage forms ch of_the3inter7"

-faction.ﬁ However, many of the speech events are intended to, ‘oducéfstructureszﬂV
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that attain to certain goals, most'particularly the move from spoken comuuni- N
cation to communication_through writing. We will take it to be the case that

the teaching and attainment of literacy as "reasoning through written and re- -
'corded'Symbols" is the principle aim of the school in our society--in fact, in
"schooling" everywhere. To begin with the notion of literacy as written and
recorded information places a special set of discourse constraints or require-
ments upon the ideas about 'what constitutes good.or adequate communication.

These adult-centered ideas oflcommunication competence are availabla to shape

the teacher's instructional and'explanation styles, and further to influence the
teacher's own idea of language as a social form. By this I mean that for adults
language as a socialpphenomenonﬂhas a different place ir life; and that within ’
'our‘culturelwe have a view of language vhich'is intrinsically shaped by the in-
fluences of the written forms, that is, by.adult literacy itself. For while
speech itself is reflexive and in its own production generates and- guides social
interaction, at the same time the actual sequencing and linguistic choices in

. talk are constrained by discourse requirements which express previously developed

ocial expect::

In order to begin to explore the influence upon-tﬁe teacher's and children's
communication and interaction<within-classroom situations,weqdecided to highlight
one specific area of communication where differential expectations about communi-
cation\and discourse form were likely to operate and where the discontinuity be-
tween school goals and practical activities outside of school were likely to_

- clash: the area of instruction—giving and instructional talk. Instructions can

A be seen as one form of rule-giving in which the main constraint upon form is that
of adequaty/accuracy of information to accomplish the desired goal. “(Much &
Schwader 1978) Part of the problem “for the formulation of instructions is that
communication about the goal for which the instructions are intended, and the
instiuctions themselves, need to be presented in such a way that similar solutions
can. b§ reached_hy different people in different situations-—that is, in a way that

is contextually non-specific or communicatively decontextualized._'

It is for these, as sell as the more apparent organizational reasons, that
instruc ions both as directives and as epranations, make up a large part of the

communic tiv? context of the\school classroom. In order to look at performance

. of instru tion-gfﬁing, We need first a digression to look at some of the ways
that instnuction-giving' is structured both as a discourse form and ‘as a communi-

cation task, in order to seeithe culturally-accumulated influences that underlie '
the teacher\'s performances. oo




A Diﬂass’ion on Instructions _ ' B
m The adult fdeal of iﬂetiﬁctions is that the right set and sequence of words \
and structures will provide an algorithm for action. 4s Ellen Markman (1977) in \

~a recent paper looking at child;enfe'compﬁehensioh.of instructions comments:
the personjinstructed listees, ﬁentelly rehearses the séduenee<bf 1ﬁetructions -
to see if theLgerds and.structures; and the 1isteher‘s understandiﬁg of them,
corresponds ;o-poesiblevdo-able actions which will results in'the~desired‘goal;'

" then proceeds to follow the verbal'instrnctions.,'Our assumption of the instruc-
-tions 1s that they should be complete--that is, both'giving televant'description' -
and sequencing orders in such a way that each action is the best choice follow-

.on from the previous.one. . The ‘sequence ShOuld begin at a reasonable or formu-
lated sta;ting point and the instructions should_contain all’ the :information-
necessary to reach the goal. A good example of such ideel-typical forms of

. instructions can be found in cooking recipes (see also Goody 1976). The follow-
ing example provides diagrammatically sone evidence of the 1deal'of_cleat'andv'
_Suffiééént 1nstructionrgiving.l ‘The basicvéharaeterietic of.ﬁrittEn }nstfuetiohs'
that all sufficiept’ipformatioq»shouldﬁbe explicated. so ehat‘cdrrec; aet;pn can -

follow, is met in the cake mix instructions as in‘’all diagrammetic‘instructions,
by asoiding syntactic complexity, which for prose instructioms. is.xhe usual means
to achieve such detailed explication and by substituting desinn features.

Fasi .7.:' "

,«;f

PrehearQV°n to 330 Generously grease (about 1/2 Teblespoon earh pan)
and then ﬂour pans. ;. - - e

ﬁ ﬂ 377 . Inalarge bow! cambine mix, 1-1/3 cups. ofwrater and Zegg w'utes. B
> blend untif moistznsd. Scrape bowl and beaters.
Beat 2 minutes at high sp°ed then T minut2 at medivm speed For bes

gt LA

BRI

results use an elec:nc mixer. If hand mixing, bea; vigarously 600 stro'<es .- _ -:-;\’~ -
Nate: Deluxe ll battar is made spacially fluid- 10 ma<= avary mmstl ske. : E: o
Eakc Baka 2t 350° until dons. Coke i tom ﬁeen%erspmgs §., '_ \\ ,
back when touched lightly with finger.  ~ i Y £z \
\‘lhnn baking at hcgh altitudes or usmg only 1/2 packaga, sae sid ganel. | _/ . E:‘ , R
. 2 PR

: Twa 8° 2 14/2%round layars - ... ...... eeeevaeess T 5T ahout 25-30/mmu.es' COBE Lo\

< Ba‘ung \ Two 9° 21-1/2° round Tayers ... ... eadrscevaesiacas.. b0V 0-25 minules, -E?E : @
Tmes Cnx13°19°x 2" obleng. ........... iieesieaseasss. ab20t 30- miautss T £
. 2% owdium cupeakes...... .. iieeseesieesc. .. 30ut15-20 mivutes  © BYS

) For Caol cake in pan, on conrng rack at [#2st 13 minutes but nalongar than
37 Handhng 20 minutes. Remoave from pan and coal to3 sida ug on rack Fmst wien
s Ease !uuy coal (s ( ) sxde panel far lrustng racgel.

L
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The particular skill needed to write and design such.instructions involves -
highlighting those statements &hich provide key pleces of information for the -
interpretation—-action chain. The entire+det of. instructions can be seen as a '
single icon, from which subsets of information can be extracted, not merely by‘

' a reading which.moves ‘in one singleflinear dire8tion but by moving fowards
through the items marked in large or colored type and then- recycling back through_
the instructions to read the small print details. . This method can be used f for .
any written prose and of course it is- this, among other features which sets. .the

the total- set of instructions in such a way that it is apparent what information
is primary, what secondary. Such a statement of priorit es 1is usually given in
ordinary expository prose indirectly through the use of certain syntactic de-

, Vvices, such as placing detail in the embedded clauses.- The clearly designed set "'
of. instructions for cake mixes ‘have a dual function, the syntactic features pro-
vide for adequate information to. be received from a "normatively correct

linear reading;wbereas the design features, iconographic features, provide for

recycling of the instruct*ons from instructions of greater to those of lesger
urgency, for correct completion of the ‘actions. A prose rather than a diagrammatic
. a&count provides for a ‘different relationship between the linearly presented
- instructions and the conduct of the activity.’ The graphic techniques fill out
« the syntactic information in such a way that the syntactic complexity is not
necessary. We can summarize the discourse and communicative task evidence
~provided in these publically available good and effective instructions as. a set.

‘of discourse maxims, that can ‘be taken as underlying the discourse choices - -necessary

in_a”i situation of instruction—giving, and as being available to guide oerformances.

.|
I
.

Maximéwof lnstruction—Giving

e

iDiscourse decisiOnbone' How to begin? : «
. ‘\ -
Instructions are seqnencea of talk‘or-writing that‘have a very specifically -
formulated.goal or- purpose, and for these reaqons the sequence of instructions
needs a specifically formulated beginning to provide a link between the opening :

of the sequence-and, the projected goal.
Discourse decision two°~ How 'is the information to be chunked; - how big a chunk’

N ' ‘Since the ayowed purpose ofainstruction is to impart information to someone

, else either named or recogniZed, or indirectly recognized such as a readership
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audience, then the decision as to how‘the information 1s to bhe preSented is the
next step.of effective instruction-giving. .

AN A ‘v

Discourse decision three: Feedback cheék how is the action proceeding?

o

Discourse Decision four: Management af communication blocks;. how is the:
instructed person receiving these statements?

A S

Discourse decision five. Reformulation, how to present in an alternatiVe form

K}

information not understood? \

. \ .,

Assuming the instructions to be progfessive!that is, that the purpose of

instructions 1is tq move the action sequence forward towards ;he goal of the
completed action, discourse means have to be provided to achieve a progressive

i

development of the action sequence. ; .

v

h Discourse decision six: Completion-Evaluation, how the
\ .
\\ reached" A : s

task or goal has been

-

Ve

'\E. Finally, assuming instructions to be goal—oriented as we have, it is

n cessary to assess the task as it occurs or to provide' the means for doing e

this. ' SR . oo T
So'we can see that theiunderlying model for~adequacy in instructionsgiving;

shown in these maxims, agsumes that words are adequate triggers for human actions

and that the speech event of instruction-giving requires utterances to be assembled .:S

1n discourse orders’ such that the utterances will be sufficient to lead ‘to the '

' desired action.- How these ideal maxims are applied within everydsy contexts mav

'however vary within the so;ial contexts of everyday life.

7. ' . .
Everyday'Instructions ate Achieved Within $itnated Performances

‘Within everyday social .situations we talk to'achieve a nnltiplicity of

‘ purposes, some of which only become clesr after the event. Hdwever; e make .

the assumption that,utterances are the precursors to our deeds (as in commands,u'-;ih;:
.fequests, directives, instructions) and .are the ideal pragmatic constraint that 'fr

governs nuch of our thinking. about communication.z -We aSsume that utterances o
both precede and make a case for any actions But we. find practically many

. everyday situations where speech encodes experience after the fact, or, where

the relationship of action to direction is not. a precfse or naatly resolved

1anguage-directed sequence. T ¢

E MC. "

Aruitoxt provided by Eic




T

o

- It is in"these ways that eyeryday instrnctions,lthat occur within spoken
discourse, differ in essential features from those that are written. The
essential difference lies in the nature of situated-meanings and their
transmission through visual, kinesic, and prosodic means.® Memher!s‘reliance

'-onithe'situated'features of the communication means that essential non-wverbalized
information can be added to the linguistic form of spoken instructions, what is
callea Tack channel information. Further, the spoken performed instructions
vary not only in lexical choices, but in the conveyed meanings realized through
semantic—syntactic choices. Everyday instructioms, such as telling a visztor~
at your home how to switch on the stove or -find the coffee while carrying on a "- .
conversation, depend on being already embedded within a stream of action. Some
linguistic or paralinguistic features mark the instructions off from the other
topics, but the key diffarence is the lack of verbal precision that usually marks
everyday spoken instructions-and the seeming “amount of verbal redundancy -
which takes the place either of the syntactic complexity of written instructions Vglp
or the graphic conventions of diagrammatic instructions. R : g

Bécause everyday spoken instructions move in the opposite direction from
written instruction, the move from general to greater specificity does not take
place. The recommendation of clarigz does not have to be realized syntactically.
In everyday instructions the interpretation can be unfolded during the interaction
in which the pragmatic goal, of finding the object, is the only constraint on

the verbalization. Instructions could be carried on in simply repetitive phrases i
hlike, 'not that," "not that, move right, oyer, up," and’not be taken to appear '
too strange in a face-to-face situated context. On the other hand, too great
~detail or verbal specificity can appear to be strange.3

Given the two inflnences on school experiences and speech events, that is,
the nature of everyday Situated conveying of meanings and thplperceived need in
school cotitexts to produce clear talk'~~talk which does not rely upon implicit
assumptions and additional knowledge on the part of the audience——as a training
ground for literacy, how do children and teachers respond’ We shall focus first
upon children's and adults' performances within an experimental context, We shall
then go om to explore ‘how these.ideas and ideals are worked out in practice in the
actual situated occasions of the classroom. (Nithin the context of this paper
the instructional experiments can only be described very briefly )

_The InStruCtionalcExperiments PR e o . -
[ ' “ - .
'I‘he purpose of this experimental task was to provide a suitable task for a
face to face interaction and instrnction but which did provide the possibility for

=)
' 7".
> S o
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the use of verbal atrategies which differed from everyday iﬁstrﬁcticn—givicg
" in context. The pairs of 4th grade children were asked to make a modelsusicg
a kit of straight and circular pieces of wood, which were color coded_(Tickertoy)ﬁ
These kits are used in many kindergartens. One child.vnlunteered to be the buiider,
' the other the instructor. The builder was blindfolded so that the imstructor
had to rely upon verbal cues td guide. the building prdcess. The instructor was
uraded the instruction booklet that ¢omes with the kit, with ome of two models
ringed. The model was 'described as a cat in the booklet or a top. In this way.

the instructor was required to ) encode the picture diagram into verbal instructions.
A special characteristic of the tasks is that the interactional quality of face-
| to-face contact between friends gives to the formal interview situation some of
the properties of an everyday event. This kind of instructional task differs from
one-way screen type tasks because the tasks do not require a special degree of -
lexicalization to b% accomplished. The verbal instructions ‘can be adapted to the
vieual events, so that the relationship between verbal encoding and’decoding and
‘the activity-—that is, the semantic-interpretive—action chain—-is the same as in
an"E€E§§&ay instructional event. ' ‘
v The children sat facing each other at a small table (taken from the claSsroom)
and the pleces were briefly emptied on the table so that the blindfolded child
could see them But not touch them before the blindfold was put on and the task

__began, therefore both children kaew that the pieces were colored and of two differ=

-ent basic shapes before. the task began. The children mostly kept their place facing -

“each other throughout the task. - |
The point of the task is to give instructions and on-going directions to the

partner child to enable him/her to make the model according to the picture which

the instructor in front of her/him has. The model ‘build for the first task

will never have sesn the model diagram. Since the builder is blindfolded

the instructor has to glve the partner informsation which is specific enough

for her/him to make the model, find the pieces, and put them together with-

out seeing them. .No instructions were given to the pair apart from saying

to the instructor, "Try not to touch the pizces but tell your partner in”j{?\

>

words only how.to make the model. " - oL N
Possible strategies that could be taken up were: One, the item to be 'made
could. he described to the builder. It-never was; im fact, some children seemed AN
to think it had to be_cgncealedi__muci_an_cntline_cf_thc_directinns_cculd_haye.c_.
been given first om the lines, "What you'll have to do 1s....." Three, all thc
pieces needed could have been collected in a pile first (twc childrEn'did 4

- this), and the table cleared (no child did this).

CH
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All the children in the experiment without exception gave a move—by-move
account, starting at the beginning and going on to the end. The builder didn t
question or negotiate with the instructor about the kind of- instruction he.could»
receive, although.inusome cases he did complain in retrospect about the kinds “
of_instrnctiona he hiad recéived, e.g., "Tell me more". There was no preliminary
discussion./iln fact, in some cases the task was begun before the builder knew
it had, no announceﬁent of a starting'place} Some gave beginnings, e.g.,. Okay,

let's begin" or "Let's go" " The impression was given that the situation was

“let's get going and then we ll"see what kind of task it's going to turn out to
be. The formulation of beginning came after it had begun; many everyday direc—
tions have this quality-they exist within the stream of talk and are only '
formulated during their course. o

A similar task was.given to a small group of adults, with the same initial .
instructicns, in a third expertnent and a small group of 4th graders were asked to
instruct several irst graders at the task so that they had repeated trials at
giving instructions to the younger children.

_In the comparisdn of the adult and child strategies, we can see that the
child instructors rely more upon their own monitoring of the builder's actiong--~
as with C's visual'knowledge'that T has 'sized up' the pieces.. However, u;;i e
_the_adults, who_tend_ to. give.a. verbal-commentary: - e e

"It!' s too .bad because those are the hard ones. That's good
you're replacing that one because it' s not at the tops. Okay

I've placed the other stick sort of sticking straight up. Can't
you feel thae?", . AN

.children do not verbally encode the information\they have witnessed.

The children also rely more upon prosodic cﬁ°s-heavy stress and raised
pitch to accomplish difficult situations and instructions, where adults are
.more likely to lexicalize and rcformulate._ Children do however add more details
when in difficulties as adults do, more information in relative clauses and
longer descriptive strings as a move towards ‘greater specifi ity as with M and
S's example, "not that, not that thing, that orange ome". When~ the fourth
grader on her third trial instructs a first grader, her strategy to“salve
difficulties i3 to produce longer, more specific strings' when these do\not

work she returns to a simpler, blow-by-blow directive, €.8., no, no, one over,

_no_'.',. e - — - - SE S e
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CHILD EXAMPLES OF STRATEGIES .
OF INSTRUCTION-GIVING

S ——————————————

BEGINNING

D: Put that ons down um umph

" N: This one

D: Yes put it straight down. 'Hovn
your hand around a little bie
and look for a piecs (very quiet)

NEGOTIATION OF SIZE

¢: OX get two balls take two balls
OK now get the two middle sized
ones yeah um ‘ .

1: This middle sized

i Walt You're wrong Trent mot tha €
Yeah yeah OK now stick them in
the front I mesn on the to? of
them. Now on ths other top

* DETAILS OF INSTRUCTION

"B: Hure. now make one about 120 .

N: OK
D: On the other side
N: Like on the top

D: No the next one no not that one
but in between the top and the
middle in the same joiner that
hole which you have your finger

on . :
FURTHER EXPANSION OF DETAILS

¢: Put it down just like that OK now
get & teemy stick OR now stick it
right (Pause) right a little bit on
top of yeach the first one no the
top one the top one the top one
Trant yeah no not (louder) top
the next one go down a little bit
the other way the other way '
yeagh Tight there .

'M: OK that's OK now don't stick that

take well put it down someplace wh
you know whers it is the 1liccle or
thing. Take one of t:a round thin
no not that kind there's another ¥
that now stick the orange thing i
of the round things hole no not tl
hole the side hole.

S: 1Is this the side oh dear

M: Sylvai don't kill yourself.
S:°.I can't find the hole to put it in.

M: OK pick up the thing you'ra making put
down pick up the thing you'rs saking put
the oranga:stick with the round thing
connected to it down put it dowp on the

. ground.

ADULT EXAMPLES OF STRATEGIES -
OF INSTRUCTION=-GIVING

BEGINNING

I: You're going to make a trycycle
Alice and I think you should
first feel the pieces.

NEGOTIATION OF SIZE

I: And then . try to find a pisce.
Feel the long thin pieces.
You will see there are one,
two, three, four, five differ-
ent sizes.

B: This is the iong'one. I need
five?

I: No, no, I wanted you to feel the
: length of them so when,I asked
you to get a pisze you'll know
. which one to pick up. You
want one smaller than that. You
w;n: ove that's about half that
slze.. ' .

DETAILS OF INSTRUCTION

I: Ya. Maybe.you can stick it
.around a little further downm
1ike the. other one.  That's
tha opposite side. You need:
to face it maybe toward you. -

FURTHER EXPANSIGYN OF DETAILS:

That's. the middle

md, Yole, '
Soles'around the rim :oo.Th;:‘ 1":'h:l.
Io;;;‘:“t:o: ;s elaborate as it 1s ’

. Aoles ars big enough. )
:‘g::huick may be too large. 8I can't
touch them o sea. It doesn't look
¢ that the holes are big enough
n:: that stick, Oh, great. Oka s
s':i‘:::u nlen:d a couple shore picczs’.
e . h, I think even the shorter
ones, they're some even shorter '
™ :;‘3“:1 :;h shorcest ones. Those
‘11 go kind of La the side. - -
:o: the uqe, there's no sic.h w‘:&a'
n the holé on the top. Cour;e °
you can't see the top.

o

e

IS
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The general impreasaion of the adult instructional strategies is that the
task is under greater verbal control; however,\the adults took longer to make.
the model than the children'and the instructed-builder waited for the next .
announcement from the instructor before proceeding. ‘The children as we have
described began in on the task immediately, the builder feeling around for the
pieces and the instructor fitting in the instructions where they could to fit -
the progress’ of the builder's activities;“'This strategy was quicker if it worked,
if it didn't it could lead to a breakdown or the wrong shape of model being

made.

Conclusicns: ~Whereas in studies of instruction-giving as referential conmnuﬁ%
cation (Krauss and Glucksberg) (1977) it is concluded that children even as '
late as fifth and seventh grade have difficulty in assessing‘the social effective-
ness of thedlr communications'in-laboratory'test situations, we. find that withi

our experimental contexts children are certainly effective even if unorthodox
as communicators. Their attempts show moves in the direction of the adult- ‘
specified and practiced norms of greater specificity and reformulation. Howeve_,
as Krauss and Glucksberg suggest of.tﬁe one-way screen experiments, the experi~
_mental contexts may provide situations which present too great a cognitive load
for children, or are too removed from the context of everyday life and its
communicative reasoning to allow tne cniioren to operate within the experimental
context with full control. The study of in.truction—giving begins to allow us to
unravel tie problems of communication situations. a little further. Within any
instructional context there are perhaps two conflicting pulls to be considered:
one, the everyday situated communicative logic which allows for the incompleteness
and indexicality of talk; and two, both the 1deal and operative discourse forms
'nﬂcessary to achieve the communicative objectives.

This finding is most salient for language communication within the classroom,
and for any specific attempt to unravel the complex of communicative and discourse
requirements. generated by teachers ‘and made of students in the context of the

formal learning enviromment of the classroom.

e
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Instructions in classroom

‘;‘In‘making explicit the courses of action teachers'are'preparing the ground
both for strategies of learning and for an‘orally-experienced literacy.
Children must learn how to lexicalize the assumptions which are spe:ific to C x'
‘many interactional sequences and what distinguishes particular settings from '
others. The lexicalization of the necessary details both of the speech activity

and of what is assumed as shared knowledge provides a waz,oi_shaping_the_outcoma“c;__iﬁ.

-and controlling the interaction itself. In the comparison of the instruction exper-
iments between adults, and fourth graders, we noticed that.while the communicativé
effectiveness between the pairs seemed similar the léxicalization provided
greatly increased with adults. However, between first and fourth graders increasing
the lexicalization of details did not increase the communicative effectiveness.
Given these findings our problem now is what purpose does the move towards /
clarity achieve? How is communicative effectiveness and its requisite discourse
forms realized in classrooms? [
' Within the classroom context instruction—giving varies from situations‘/
similar to those of ordinary daily face-to-face interactions where the beginning
' and- progression can . be negotiated between the two participants- to those situa—

tions which are specifically teacker's instructions where the activity is from L

one to many and where-tha beginning of” “‘3equeﬁEE*is mafEEd"BoEH“IEEicaIly and
prosodically. For example, in ethnographic recordings of daily classroom/,

3

activities the dapls events are orchestrated by the teacher, and switchies
are made and marked between addressing and teaching an individual child,
and conducting a lesson for a group or the whole class. For teachers the
switches back and forth between the: different speech activities. and social
settings which are generated in movin5 through the day's lesson plans, provides .
a necpssary communfcative basis for learning and teaching. It is apparent that
the marked initiations of sequences of instruction-giving provide cues for
children thatlthe-following talk 1s subject to speclal conditions for the

_ interpretation of intent. However, if we consider the reasoning underlying
these ordinary teacher talk activities it appears that.these switches of
sequence indicate.same very important basic assumptions!about the functions
of language as a social experience. ‘The ultimate goal of teaching (from

first to intermediate school) is the acquisition of Iiteracy and the adult-
centered assumptions of language that we have discussed at the beginning of this
'paper are held and . demonstrated even if implicitly, in these teacher's practices. ,




S . - . - | 4b§.
Teacher's speech.activities are in these ways an oral preparation for literacy-—'
the establishment of a faghion of speaking which is subject to.special conditions
of clarity, explicitness and adequacy which is a part of the f{deal-norm of
written.instrnction-giving{wand to which focunsed classroom talk could provide a

f

bridge, by establishing conditions for an 'oral literacy'. We can provide further
evidence for this point of view by examining ethnographic accounts of communicative - -
events in classrooms. o '

The Role of Listening

Anyome sho'has spent time in the classroom knows ‘the emphasis that is placed “
by most teachers upon listening. If questioned about these practices, teachers
comment on the children's need to "settle quietly"”, to "pay attemtion', "mot to
_hsve directions repeated unnecessarily",»and include~constraints‘of time, etc.
However, listening and the explicit’reference‘to the practice of listenihg

within th~ communicative context of the classroom seem to suggest - further
understandings about the role of languagé”ﬁnd its social functionms.

) ‘In exploring the functions of listening in the classroom there seem to be

two different uses for the term which gloss two ‘rather different speaking practices
and understanding about language. o

' One which.we will call attentive listening, is represenred by such comments

o et o Seara ™ NE—
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as,

-

. 1lrst grade teacher at sharing‘time' "Boys and girls, I want you to
learn to listen to each other..." (said about not talking at sharing
time when one person has the floor); -

. Story time: "If you re all sitting quietly and listening then I'11
begin..." '

. Fourth grade classroom at the start of an English period: "If everyone

. is sitting up straight and listening then... k
It‘is not surprising that listening occurs in concurrent use with terms for body
posture and control-the .emphasis in thia use of listening is upen the act of
attending both posturally and mentally (for which posture is a symbol of=2a non-
visible attention). : '

The underlying language assumption is that it is necessary to hear every

word  that is said and the implicit assumption is that words said (or later
written) are valuable. We lknow that most daily talk can. be adequately monitored H

without close attention-—much of the meaning can be extrapolated without

hearing or knowing eVery word that is said, as the situated. context provides an
essential part of the meaning. The understanding is in the contextlas well as




' the words that proyide only a part of the meaning. Bft the usnderlying assumption
for written language is that meanings can by the process of writing be decon-
textualized. 'As such the words alone should provide sufficient information
for their own lnterpretation. Teachers insistence-and it is very common

and repeatedu-upon attention to the words goes beyond the mere appearance of

wMipoliteness1mor_toilet_the_otherepersonchave_theirmturn-TmTheeacteof attentive -
listening'provides the grounds for socialization into tﬁis understanding about .
language” the value and quality of every word which leads to the notion of a

decontextualized use of language, as a greparation for literacy.

The second férm of listening we have discovered can be referred to as

collaborative listening. This is indexed by such teacher comments as,

. Fourth grade teacher addressing the class at the beginning of a
new assignment: "I want you to listen very carefully to what
I'm going to say";

Sy, Third ‘grader’ addressing ‘a peer group in a reading task' "This is hard,
' you're gonna have to listen..." : \
Our problem is of what does "listening'carefully" consist, and why does listening -

he.p when sométniﬁg is hard? we suggest that the term of listening carefully

provides a gloss for the activity of the hearer when listening. The assumption
— mde‘- by -these “comments“is ‘that—careful—1lis tening *nat“'only"catches*every" word e

but provides an essential linking to them so that the hearerAan reach under-
.standing, if necessary by filling in or remedying any'imperfections in instruc-
tions that make them do-able. The underlying implication about language recog-
_nizes ‘the essential imperfection and indexicality that was mentioned at the
beginning of this paper; and the necessity of how to interpret what is said.

. So that while the aim in the classroom instructions is a complete decontextuaﬂized
message, additional help is given by the collaboration of the hearer in the aqt

of interpretatiqn. It is by these listening cues and instructions that the tqacher
both recognises and helps the children to relate their everyday eyperience

of language to the experience being prepared for in the classroom
. ) :/,’ s - -
Children's Practices of Instruction-Giving : o “__l

 the task without being able to produce the correct discourse form.

exampln‘a fir‘thgrader helps another with a math problem. The probl
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Aide to Ben: "Can you help Connie with this page?" Ben looks,
: thinks for a while, then saya: ,

]

@
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Ben to Comnie: Um, how you make two? '
Connie: Oh I see-you put this here.
Ben to Connie: Yep.
~Ben begins on his solution to Connie’s problem and his teaching by providing a
recapping of the problem. However, as a discourse solutibn to the request to
help Connie he does not make any of the moves a teacher might have done to set
up an instructional situation or to f£ind out ‘'what Connie already knows. When
children do peer teaching their very success may rely upon not being under -
the same discourse contraints that teachers have, either to present the
best order' of infomation or to provide an example of "good" instruction
giving. As we showed in the instruction-giving experiments children move. to
'"vlmteVer""comtmi-cative~choices-that~—achieves-effectdveness_ and_as_f.'.azden,_et ala_m_,...__
(1978) have shown in classroom studies the children' 8 need in peer teaching to ‘
maintain the social relationship over the taught’ peer-pupils_ requires thew
~to switch their teacher strategies an.d to‘appear' to move in and out of the
"teacher role'. While not being awara of the discourse constraints of adults
within the teaching: situation children are often able to chunk information
in ways that provided more directly useful information to the pupil as in the
example with Ben. Where children also attempt to try to be 'grown-up'
and to improve on their communication performance as in the example of a
fourth grader at several trials instructing different first—grader’s..th‘e e
very attempt to improve the instructions, the discourse £orm, gets in the
way of her achieving the goal she seeks.

Conclus ion

The socio—comnicative problem for children lies in making the discourse

form match the. recognized comunicative task. Our experiments have shown that .
children can recognize and manage ‘the communicative task of situated instruction
giving but cannot, for! example, manage experimental situations where some of
their essential commicative channels are missing as in the one-way screen
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experiments. In everyday usage, verbalizations > not haye to attempt to fit A
to the possible and nost effective action sequence through the ordex of presenta—ﬁ
tion of information (as in diagrammatic instructious) or through" the use of - o
syntactic-gemantic devices which givé priority ordering to the information
a8 in prose 1nstructions. The action sequence and the situated proaodic cues
are the determiners of the verbalization; how much specificity is given and
""" ~in-what order, depends’on what actions are visible on the part of the person.who
1s being inatructed InstructiOn-giving as a feedback interactional situation
would be expected to have a different linguistic realization from a situation
guided by written instructiona. We have shown that the maxims for instructions
are particularly sensitive to the requirements of communication where verbal
message does not rely on any background knowledge and presents a model of
'decontextualized' language. Such ideals of good instructions .are perhaps
especially influenced by the literate/written language bias of our own modern
. technological society (Goody 1977). Adults, both as teachers and educational
administrators from thelr position in a literate and written communication

dominated culture, often assume the standards for ideally clear and satisfactory

instruction that are not realizable in practice. Thetir perceived ‘need is for

children to be able to use decontextualized lariguage is part of amn adult-centered

discourse‘model that governs much of educational thinking. However, children-
grow up into the early stages of linguistic and sociolinguistic competence in
an- orally-biased culture (Cook—Gumperz 1975, Halliday 1976), and their entry .
into school and into formal literacy training requires a very big change of
communicative strategies for the young child, perhaps a much greater one than ”\ '\'
much of the evaluation of the classroom as a learning environment often providea_ \7
~for. - - - : - ‘ \
Given this reasoning children are‘not faulted performers nor inadequate
communicators but they are governed more completely than adults by the situated
performance" criteria of communication. They have not yet learned to foreground
the verhalized-semantic channel and to relegate other forms of communication- to
the position of background signals. Within certain specialized contexts the
requirements of the communication task and the adult notions of correct ar,
adequate discourse form are often at odds, and provide discrepant signals for

the not yet fully experienced communicator. The overt demands of teaching of




\ 'oral and wr

u\?.experience.'
It is for these reasons that instructional talk playa a yery important role

tten literacy' within the formal classroom context provide one

I* Lon pecific' talk. While within the\classroom, teacher s practices move
:ﬁ en these two communicative positions\but in ways that show that they are
ol

"t aching Sutines" - They are likely in response to queat*oning (Cook-Gumperz
1978)\to give responses about behavioral criteria (paying attention, not wasting
time)‘ /a§\ye have tried to show in this paper an analysis of the underlying

that teachers have a.goal of appropriate discourse’ forms for

As our findings in the classroom so far indicate, teachers
operate within a\double standard both of the need ‘fthin the classroom to shape
their‘communicati e expectations to the adult’ (ideal) standard' and at the same
time qrading and r 1ying ‘upon the situated understanding of students. Ou\»~ -
analysis: of the role of listening as it provides a "formulated gloss"lfor the
negotiated features of many classroom interactions and imstructions gives us,.
some evidence of this\communicative "double bind". K

\
It {8 only if we unpack the complex of communicative assumptions and

ot a it a s

discourse goals that influence everyday - routines and practices within the m——
clagsroom, that we can begin to see the very complex nature of the skills

"and pressures that make up successful and effective teaching, and the- nature

of the discrepancy with which we began-~between the skills expected “of the

child in formal educational settings and those brought from home.« ' - g-




FOOTNOTES P e

1. _Children's schgol texthooks are similarly organized in qa&s such \;¥v

that the graphic organization provides part of the learning exper- AN
- -~ 4ience, but subduming details under héadings-edirecting problem- - . \\*

solving. strategies, etc. . ‘f

2. Diagrammatic instructions and buresucratic directions for form: °
.ftlling-areladﬂressing'the same problems as linguistic pragﬁaﬁics
of how to évaluate the communicative intent and effect of the R
semantic structures of everyday speech. Effective designers and
drafters of instructions attempt to get inside the semantic frame- -
work of instructions and judge their relationship to an effective
course of action. They take the instructioms to represent’an
\ algorithm for problem-solving strategies and for the storage of :
\ ' information about everyday life action-sequences (Lewis and : -
Edwards 1968). | Such everyday instructions are far from the L '
‘prose of high level bureaucratic writing such as the drafting of
' legislation (the literary versus literacy). What is interesting
from our point of view is the relationship between the organi-
zation of the semantic structures and the action sequence that
—.. they are required to guide. Instructions differ from much other
prose or written language, in that they do have this direct prag-
matic intent. ; - L

;- .

'3, Ome way- to recognize blind persons from ofhérs;in transcribed

L s S e P

accounty 18 the amount-of-verbal-scene-setting-and-additional
- comments that ‘blind persons give to accounts of.everyday actions.
Seeing people take for granted features of the scene and in re-

- telling a past event are not likely to mention or even to be able.
to -recall "background' information. Such information about the
scene is not backgrounded for blinded persons and has to enter into
pragmatic judgemeénts about activities in everyday settings.
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SENSE or STORY : INFLUENCES ON CHILDREN'S STORYTELLING ABILITY Iyl

J’enny Cook-Gumperz, Institute for Human Learning,
Univergity of California
Judith L. Green, Department. of Educational Development
University of Delaware .

Embedded within the emergent work on narratives is work on children s

'acquisition and development of knowledge of gtories and narratives.. Contri—

butions- to this area have come from both experimental work and work on oral
storytelling. This work has provided information about chi1 dren's ability

-to. remember and reproduce Story sequences correctly, children s recognition

of story. structure, as well as'—Ehe structure of —children' s—spontaneously~—~—~-v~~-~---~.:»;»-_’

generated narrative anecdotes. In general, these studies have focused on

~ 1) how children's narratives compare structurally with well-formed stories

2) how children's performance at different ages differs from adequate per-
formance in terms of an a priori model of what constitutes a well-formed
story structurally, and 3) what children's evaluations of violations of the
well-formed story model suggest about their cognitive knowledge or concept of .
Story . _ ) .

While this work suggests what children's narratives will look like under-
certain conditions, it does not explain how children acquire a "sense of story"'
that is, a concept of story, as well as the ability to produce stories and
other forms of parratives. This issue will be explained in this paper; speci-

fically, we will discuss some of the influences on children s acquisition and

reenoe

-development of sense_ of story. The intent of this discussion is to suggé

\ .
Experimental Study of Storj Forms in Children

s-t.--.‘ B R S Bt b e

some factors that have not been considered previously and to raise questions
for further study. .

Before roceeding to the discussion of influences on children 's sense of
story, we will overview past work to provide the historical context for the
issues we wish to discuss. Two types of past resear&h .will be overviewed --

' experimental studies of story forms in children and studies of oral storytelling. .

\ — -.
\ Experimental work on stories has focused mainly on two areas: 1) the

ability of children to remember and reproduce a story sequence- correctly, and N

2) children s recognition of story structures as shown in their ability to
evaluate good and poor story forms (Applebee, 1976) In both types of studies,
children are presented with well-formed stories and- with those that viola/te this

canonical form; that is one in which the. structure and syntactic realization

structure. A well-formed story“—is—defined—in—these—studies—as—one-that—has-a——_

.‘\'.'
contain a beginning, an initiating gequence, a sense of consequential actions and -

a conclusion. 'I.’he purpose -of these studies is to determine ‘the underlying models
of'story held by children,_therefore, the researchers violate the story structures”

A |
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in specific ways to explore.how this disruption affects recall and/or compree 77777
hension. ) ‘ o ‘ A

' The studies in area 1 focus on the effect of such violations on children's
ability to reproduce and remember stories., Findings from work on story recall
taska (Mandler & Knight, 1979)‘and on story-sequencing tasks (McClure, Mason &
Barratz, 1978) show that the ability to recall a story accurately varies accord-
iné to’ the structure of the story.. Differences in performance are due to the
“degree to which a story: follcws the . normal (canonical) form, that - is, when »

violations in. structure and syntactic realization occur, recall and comprehension

T)

are disrupted.
\ For example, in exploring developmental differences in story comprehension, \
McClure, Mason, and Barratz (1978) found that from grade three to six ta nine,
" there was a difference in children's abilities to order stories (story cards)
which varied with the degree. to which the story departed. from the normal (can-
onical) form. At grade 3, only the normal form was recognized.  Any stylistic
realizations of different stories were reordered so as to follow the normal’ form.
The children were found to provide a beginning and a cohesion, even when these were
at odds with the verb tense and pronominal cohesion of the sentences of .the task.-
The reordering phenomenon is taken as an indication of the cognitive model of
stories ‘children hold. . ' o -
vtk The.tasks_used in _these studies tend to be highly constrained tasks for '

£

SV WO .

children. -The tasks have an a priori underlying mode or story logic against

vhich children's performance is’ judged Work in area 2, children 8 recogni-
* tion of story structures as. shown in their- ability‘to evaluate good and’ poor _
stories (Applebee, 1976), also uses a constrained task. However, the underlying
mode or story logic in this ‘task is less elaborate than that proposed byvthe N
research based on story grammar.‘ This ‘work also supports the finding that child-
.ren ‘need to have certain structural components in stories in order for them to '
see the.story as adequate. Applehee (1976) found that children's ability to ~ i
recognize story structures and to’ evslua:e them when presented with completed
stories that were read to them depended on,the presence (or absence) of "proper”
dntroductory and concluding aequences.' /<. .
. Thé work 'in these two areas suggests that children have cognitive models for,
vhat a story structure should include and that under certain’ conditions these

K

models are consistent with the normal . or canonical story form. Experimental work,

however, is only one form of research concerned with ‘hildren*s"knowledge —of

story.
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Research on oral storytelling is also concerned with the structure of
atory narratives. However, what constitutes "story" differs in_this research,’
as does the way in which story knowledge is elicited. In experimental oork
children do not have to make any active storytélling contributions; that is,

| their task is to evaluate, reproduce, recall or sequence stories presented to
them. Experimental work, therefore, assesses children's comprehension; not
children's spontaneous ability to produce or.contribute to narratives. In oral
storytelling, children are active producers or contributors to narratives. In
the next section, wve will explore past work on oral storytelling. This work,
while concerned with structure of freely elicited narratives by children and

teenagers.

Study,of Oral Storytelli_g in Children

Much of the research on oral storytelling is a development of earlier re-
gearch of Labov and Waletsky (1970) with teenagers. These researchers and
researchers such as Kernan & Kernan (1977) are concérned with the spgken stogx
In working with children s freely elicited narrative anecdotes, Labov & Waletsky
(1970) suggested that the spoken story ‘has the following structures -- an abstract,

an introductory sequence, a complicating action, evolution and resolution or coda.

Each segment; Af present, must come in this order for am adequate story to be

- ---.—told-and-must-be 1epresented-by- at -least-one clause in the three core’ segments.
A modification of this model for the spoken arecdote was < hosed by
Polanyi (1977, 1978). She suggested that the spoken story .- . consists in its

essential as an introduction sequence, a series—of action statements, building to
a point, and a comclusion. Put as- a viSual metaphor, the spoken story is'a &ave
model with a crescendoing“sequence of actions that build to a point oxr crest then
subside into a concluding coda which can also att as an evaluation.;.The key,
,however is that ail spoken stoties must bu! D a point.
Kernan & Kernan (1977) have explored a L. .i similar to one deiived by Labov. .
They collected garratives from children from seven to thirteen years of age and

found a similar ordering of formskand etructutes. Their work also substantiates

Polanyi s suggestion that stories puild to a point.
More recently, work by Michaels & Cook-Gumperz {1978) ‘4lso shows” that spoken
 stories rise t % point. . These researchers explores 'hildren s story aﬁecdotes
told in classrecioms during newstime (also called” shaiing time) ‘They found that
children dev:clogmentally acquire the ability to coustruct an oral story that
rises to a single, and sometimes elaborated point.

‘ - 185
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Summary of ehildren 8 Storytelling and Narrative Abilities

\ The studies reviewed above represent work on the structure of children 8
storytelling and narrative abilities from two different perspectives !"The
review suggests that we can divide the general term narrative or storytelling

" ability into two components. the passive or comprehension ability and the
active or performafice ability. The pagsive or comprehension ability includes
recognition of story structuresyand the ordering or sequencing of ;tories ﬁhenr
providedtwith existing verbal story material kcharacters, plots o’/sequences)
on story cards. T oo /f

Thig focus has been a dominant influence in the research on narratives

" Such work does not recognize that for children an essential part of the story-

telling process is the interactive relationship between teller/and audience;

that is, that storytelling is an active or performance ability in addition to a

comprelfension or, recall ability. As, 'a performance ability, children create a story
for a person or group of persons as audience with 2 minimum of verbal stimuli. . o
This work, therefore, provides information about only one type of narrative abil- i
ity in a very constrained manner. / j ) :

!

The oral storytelling traditidn does not suffer from the same constraints.

researchers working in this area r

While past work has focused on the structure of adequate spoken stories, the l
Lcognize the interactive ‘nature of story- ‘

" telling and’ narrative construction\ This work, then, is a beginning point : inT 7
understanding the acquisition ard development of - narrative abpility and sense
of story by children. ~In the remainder of this paper, we will explore ‘narrative
acquigition and development as an i teractive process. To do this we will ex-
plore research on influences on narrative acquisition and development and present
and°diqcuss data that illustratzs th&s view.
s . o : 1
‘pgyggrd an Interactive Model of Narrative KnowledggrinfChildren

-

weprue work in storytelling suggests that for children—an essential part
oF ihw weer;telling process must be an interactive relationship between the
sebier apd the awlierce (Michaels & Cook-Gumperz, (1978) Watson-Gegeo & Boggs,
(19F2‘ %77y, This relstionship is also true of instances of reading stories -
to children (Greep, 1977; Green & Harker, press), and of teaching reading |
J’ to children (Cazéen, 197 ; McDermott, 197 1oome, 1981). :

For example, anthropological work on story reading in a' folk genre, parti-
cularly that by Watson-Grego & Boggs (1975; iﬁ77)’has shown the important part

i i
] !
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(Michaels & Cook-Gumperz, 1978) and how the way in which the teacher structures
interactions between _ teacher and children can affect students' story recall
and retelling performance (Creén, 1977; Green & Harker, ih press).
" Work on narfatives from an interéctivg perspective is related to the grow-
ing research field of teaching—igarning.as a communicative process.* This work
bhas shown that interaction between teacher and children is an essential part
of the leérning process; that children learn to extract instructional and social
demands and expectations for behavior from the on-going interactions in class-
rooms; and that fagtors such as‘com@unicative competence, cﬁlﬁunal background,

experiential background, and ability to)"read" contextualization cues influence

children's participation and performance in classroom activities.

Such research yhen combined with the wofk on o;al stbry;elling suggests
that when we explore both children's understanding of concept of story, as well
as their productions of stories, ve need to consider th% multiple sources of

\’“' influence on children's acquisition of a "sense of story". Such influences might:
\ bé.ﬁore various than the influences of other well-told stories as suggested;
\  that is, well-formed stories told to childien and read by children are but on=
“%ﬂ“source“of“infdrmation“abouf’narrativeS“and”onemtypemof“infiuende‘on“narrativeS““~——“"'
| from participating in on-going interactiomns which include instances of spoken

/ stoties and from participating in construction of narratives as part of on-going

events in the environment.

The interactive model differs from those presented previohsl§ in several

ways,f Firsf, children are not assumed to move lihearly from an oral model whose
* form matches the fiterate or adult form directly to the adult.or more literate

written model. - Ratﬁer, thé process is seen as mo:e-complex-with.a variety of paths

possible to reach the goal of a lité;ﬁté‘modél. Second, no one model is assumed

to exist for a11.narrét1ves on an a priori basié.\'Rather,bthé-narrative perform—

ances of children must be explored for patterns indicative-of'the child?s own

model of narra;iﬁes. Third, the—procesé'of acquisition of?narrative ability is

not viewed as similar and assured for all' children. o

' These differences suggest that the question of how children acquire
and develop narrative ability is still open to question. Specifically, questions

about what contributes to children's development of their own "model of narratives"

.-*For representative work in tﬁis area see Cazden, John & Hymes, 1972; Cook-Gumperz
- & Corsaro, 1976; Dowling, 1977; Green, 1977; 1979; Green & Wallat, 1981; Mehan,
1976; 1979; Wilkinson, 1981. :

1 ’7_:
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are still to be explored, as are questions about the actual sources of influences
on narrative acquisition and development. We would now like to consider these
questions. Focus for the discussion will be the identification of potential -

sources of influence.

Some Potential Sources of Influence on Narrative Acquisition

In ekploring the forms of storytelling, we have. noticed different potential

sources of influence on children's narratives. - This investigation leads us to

‘think that there is not just one "narrative function" but that narratives are -

" seen by children to be fulfilling several communicative tasks.

Paralinguistic Influences -}

_____ /
Initially, our assumption s that "telling a story', that is engaging in

story performances, differed from the accomplishment of a written story. In
the course of our investigation, we found that the task was even more complex.
We found that oral narratives are not directly transcribable to written form.

This finding parallels work by J. Goody (1979). Goody suggests that one
adult assumption about the structure or schema of a narrative rests primarily on
the notion of a writtea story or the transcription of folk tales. He points out
that "oral literature cannot be reduced to written without a loss" For example,
in a study of Pomo Indian narrative, McClendon found that the use of direct
quotations in correct voice character-is an essential part of the storytelling
and any synopsis or written version would lose this character of the actual per=z
formance. Based on this, she suggests that the model of narrative needs 'to
include a notion of speaking or gtorytelling. _ c

A similar point was made by Watsoanegeo & Boggs (1975; 1977) in their
studies of children's acqoisition and use of a ssecific Hawaiian folk narra-
tive form, "tslk story" They showed that in this genre, the story structure
necessarily includes the interaction betseen the storyteller and the audience.
The storyteller begins a theme but constructs the story around the contribution
of others. The audience participates while the teller remains'thematically in
control of the direction the story takes.

These studies suggest the existence of a folk narrative model that closes
the gap between spoken stories and formal narratives by producing a structure
which interactively incorporates facets of story organization that are developed
or introduced by.specific semantic-syntactic devices in written stories (Polanyi,

1977).

2
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This modei suggests that paralinguistic dimensibns of interaction need
to be incorporated in a model of acquisition -and development of narratives, as
do dimensions of oral storytelling organization. These influences are important
when we consider influences onapoung children's acquisition of sense of story or
narrative form. In Western culture, however, there are additional influences
derived from the extensive exposure children have to written-literate sources as

we11 as to spoken oral experiences.
©

Written—Literate Influences

We expect very young children in the process of acquisition of stogy form
must learn the arts of oral storytelling. With the amount of experience young
children have with literate material in addition to and in conjunction with
spoken material, they may also develop concepts of narrative which contain a
combination of ele.'nents. This notion will now%e explored.

In a recent storytelling experience, a three-year old was asked by a re-
‘searcher if he could tell 2 story. He replied, "Like te11 a book?" She agreed
that he could tell a story he knew from a book, so he told the following story.

Alright/I think the truck book I have/new truck book/

(loud, declamatory voice)
“Uhevesnnns .The dump truck has miles of...of...of...rocks/

(voice trailing off)

Wheels/even on fields are...are...like that/like that...
like soft...like that

. (voice rushing)

And then/in front it ride upstairs of ‘the... of the. ..double

bus \ : : .
(sing-song voice) :

. and downstairs/fountain/ride downstairs and upstairs of the
double-decker bus/It's fun to...to...to look at trucks/The
end/

1aAt first sight this "story" 1acks the necessary structure OTr, cohesion to
make it a proper story. On analysis, the story does include the three essential
-elements of a “proper" gtory, a beginning, a piece of actions, and an end. _
However, the beginning is only marked prosodically by_loudness.and pitch. .In
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this style of verbal attack, the actions seem disjointed, and the end is both
announced and seems to have a summing up which 1is prosodically-marked by a .
special interaction, "It's fun to look at trucks" (said in a sing-song voice).
The biggest problem with this story is the disjointed pnature of this action
sequence, which is not a sequential or consequential unfolding of any action.

However, when we went back to the child's original query ~- "Like tell a
book?" and then looked at the first part of his "story", we saw that the child
was using a literate (book) frame.. When we considered the types of books avail-
able for children of this age, we found that there is a perticular- genre of
children's book that conforms to this "mode of narrative" which is represented
by the 1llustrated books by Richard Scarry. In these books, the elements of the
story are not potentially<consequential' there is a theme in the written tekt

_ but the picture can be used to tell independent stories vhich need not be part
of the main text. Perhaps what this child may "see'" or rather have a . mental
image of the book as a frame for story, he does not have a complete sense of
audience and how to communicate his- "image" of story.

The problem with this type of narrative is that the child ‘has not made
the image overt. Indeed, "telling a book" rather than telling a story per se
may ‘oceur 1f young children see books of-all kinds as synonomous with stories.

If we had been able to determine the structure of the child's truck book, we
would not need to be so tnntative. |

This analysis suggests that young children may have a model of story that
includes what a book is and how it is organized. In such a model, young children

) might see pictorial aspects of books as part of the story and use this notion as
a frame when.'telling a book". This notion will be discussed further in relation-
ship to children's early written work. ' ‘

This work suggests that future research must consider the frames young child-
ren bring to the task and the types of experiences with oral and literate mater-
ial they have had, if we are to understand and interpret children's sense of
story in the early years. This example indicates that the way in which pictorial .
and verbal elements combine- in the story suggests that there is a special influence o
of the form of books on the presentation of stories by young children; that is, .
young children may combine both elements to produce meaning when they "tell a

" book". _

While the influence of graphic form has become a part of research and. analy-
sis of instructional material (DeFord, 1980), it has also been found to have a
special meaning in children's early written work (Cook-Gumperz, 1975; Ervin-Tripp,-
1977; Deford, '1980). Consider the following example :
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cmrrnenmeeweuis 10 Figure 1, for example, the whole messuge is containei!
mboxh the pu:lurc and xhc words, including the siz¢ of the upu-r-nh.

(Cook-Gumperz 1975, p. 62) 1

In this example, the size of the lettering and its placement on the page, ’,"
as well as the diectic referencing in relatiOn to the following erinS- PTO-

vide both a syntax and a graphic form at one and t:he same time. TOgether these
elements produce a single message, icon.

=

In a recent study of children's discou~se, Ervin-Tripp (1977) reports
similar findings. She suggests that children's early written work can show
. such an interrelationship of graphic and syntactic forms included in a single

semantic message. The graPhic-syntactic interrelationship can be seen in the

- following example of emblematic poems from a seven year old's own notebook.

people think

that you

open a door but '

that  [3] is not BRI

true you close a
door and go out
: w =~ = na &
Ssad¥ -
B ad8xn =
- _ a Q =
| people think !
- that bears are o

dangerous ‘0 but

\ _ .7 isnot o
lrue = 1 sleep
witha : « bearand

he never bothers me

|4pp2r

\ people think

\| that you go into
\\a door but that ' , ' '
* isnot true they : ' !
5 into keys ‘ .
. = 3 .
[y S .8 :‘ Q. B X
5 < § . (Ervin-Tripp, 1977, p.8)
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Exrvin-Tripp suggests that: o °

The content is a dialectic: an assertion of an 0p1n10n and its contrary,

and finally, an explanation of the paradox or a synthesis in which both

are true. The synthesis is heard as a second Voice, which is visually

set off at the side like another person comversing., Poets report that -

emblem poems are popular with children. These are poems visually emu--

lating the theme. While this child knew no emblem poems, she invented

- _an emblem of “{alogue...The child continued to create these poems until

the semantic .cructure deteriorated. ' :

What do these emblematic written forms and the "tell a book" form have to -
tell us about children's conception of storyteliing? As we have suggested ‘ the
canonical adult forms of narrative structures, both oral and written, are based
(to a 18r89 extent) on written or literate form of stories. In contrast, child-

' ren'a oral performance of Stories often seem closer in many stylistic functions
to the "folk" or "oral" model where performance detsils add to or shange'mean.
.ings of utterances than they do to a formal, literate model. .

As suggested in the examples above, performance details are not the only
mediating ‘factor; children's ‘concepts about books and their structure may be
part of the meaning of young children's stories. If this 1is true; thén more
is involved in the acquisition and development-of narrative than simply learn-
ing to transcribe oral language into written form. _What may exist is an emble—~
matic phase; that 1s, ome in which the knowledge of written or book format in-
fluence the oral production of gtory narratives. Therefore, if as we suggest,
children developmentally move through a phase which We will call the emblematic
phase of developing their own notions of scory,_then children's acquisition of
‘narrative may not be a direct process of acquiring the adult canonical form
(a8 espoused, for example, in story grammars) . It may be a more complicated
process where children generate for themselves different genre of narratives '-L
from the various influences of Jboth forms of speaking and forms of written-
graphic expression.‘ '

' What we are suggesting, therefore, is that the spoken story is not a ver-
sion of the written, nor a revision, but that children do see the elements of
expreasion available to them — e.g., graphic forms, pictorial elements, char-
acter -plot elements, syntactic style, and idiomatic expressions, as being

.. suitable for c0nttibut10n8 to stories. The weight glven to these elements:

- in the process of acquisition will depend on the discourse tradicion and
experiences of chiliren within their owm familiallcommunity context. It is
these different uses and perceptions of story that we propose to examine in
future expertmencal work. This work would inwolve asking children to give a
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performance; that is, to create stories encouragéd by -different kinds of stimuli
and support. In addition, we plan to explore statisically the relationship of
narrative skill/ability to othef forms of verBal and communicative ability in
order to give some answers to the questions of the sources.of influence on
children 8 narrative ability, ability in school and the relationship of this
ability to children's future progress in school defined literacy tasks.

Analysis of Concept of Story: An alternative Approach

‘ Before concluding this argument, We would like to explore one last example
of a story told by a kindergarten child. This example provides evidence of the
complexity of children's concepts of narrative form and the influence of the
emblematic phase. This example was first analyzed using Applebee's (1976) cate-
-gorization acheme. Applebee distinguishes between a "true narrative" which has a
verbally explicit connective thread or coherence and other less adequate forms
— a chaining level. He, suggests that the simplest level of organization is the
sequence or chain. In this form of organizatioﬁ,'there is a main character, but
the events appear to have very little conﬁectionuwith each other. Sean's story
is an example which may be viewed as using Applebee's sequence level 3f organ-

~ization. ‘ - o “
— Sean's Story . . ‘.

once I went to the ‘oo
I saw the elephants
and I rode streetcars
and I rode a horsie
then I went to my grandmother's house :
and I went home . .
then I have a ABC book :
and I looked a. the tigers and the lions
and I looked at a snake
~“10° then I went home again .
11 . and I had an ABCDEFG all the way up to Z calendar
2 then I looked at the rain
.13 then four monsters and 1 runned
14 1 went back home : .
15 then I went to D'Ante's house
16 five monsters looked at D'Ante too
17 and I had smoke to scare the monsters
18 and D'Ante went back to his house
19 and I watched TV ~ ‘
20 I saw Sesame Street ‘ "
21. then I saw Batman too
22 I had a ABCDEFGHIJKIMNOPQRSTUVWXYZ all that poster
23 then I had to throw bad guys ;
24 and then I worked at my Batman puvzle .
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25. then I vent to bed : g

26 then I got wp :

27 then I had to go somewhere

28 1 went to Bugs Bunny Follies -

29 the end L .

Within this story, there are groups of re1ated events, but the story as a whole
seems to have the‘characteristic of a list of factual and fantastic events' on
the surface level, little cohesion is apparent between the events.

* The question that must be raised in light of our previous discussion is, does
this reflect the child's model of narrative or are these influences outside of the
formal parrative model that need to be considered -- e.g., the frame for story
the child has, what story means to a child. The Applebee categorization assumes
that the main purpose of ‘narrative is a sequential presentation of events such-that
the connection between one or more of the.events ‘is evident within the story.

Such a model of narrative is fundamental to most work with narratives (e.g., story
grammars) as indicated previously. This work is based on the assumption that all
stories have a basically linearly progressive character which leads from a de-
fined beginning through some purposeful actions to a conclusion. )

However, after considering the varied nature of the nartative task in view
of the differential influences on storytelIing, and how, n fact, children may be
developing their own perceptions and notions of genre of story telling, we de-
cided to re-examine this narrative contribution by Sean. We felt that'this story
was more complex than Applebee’'s categorization suggested )

Previously we suggested that a young child misht equate telling a story
with telling a book, that children's early story efforts often have an emble-

- matic character to them, and that children's past experience both oral-spoken

and written—literate provide a frame for a storytelling task. Using these
arguments as guides, we would like to propose a different interpretation of
Sean's story, one that suggests that Sean is working with a model derived from
both spoken and written experiences and one that is more sophisticated ‘than the
Applebee categorization suggests.

We do not want to suggest that Sean is telling.a specific book, although

. he may be, but thst he has abstracted a model of story that includes a notion

aspects of both.written and oral stories. In essence, we are. suggesting that
Sean is using an emblematic model as a frame for this story. B
To make this argument, we must first assume that Sean has had exposure

to one of Scarry s books or’ books of similar organization and that from such

1 &
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exposure and expoaure to oral storytelling,lsean has developed a model of“atory
or narratives that contains elements of both of these narrative:forms. With
these assumptions specified, we can now proceed with a discussion of our analysis.

When we looked at the seemingly loosely-linked set of events in Sean's story
we found that there was a definite beginning, '"Once I went to the zoo" and a
definite conclusion, '"the end". What occurs between this introduction and con-
clusion appears to be a loosely-tied series of actions,‘perhaps based on'per-
sonal experience. HOWever, closer inspection indicated recurrent patterns, an -
ABC line and a "went hOQe" line. When we segmented the story according to the
"went home" line, we found that the story began to segment into a series of stanzas. -
The stanza segmentations is p:esented_in.Table 1. (See Table 1)

The stanza'formatiis not solely arBitrary. If we assume that Sean had ex~
posure to Scarry~type books, then the stanza format is applicable. Many of .
Scarry's books are organized in stanza-format; that is one. or more pages have a
theme (e.g., zo0o, alphabet, foods), a series of pictures spaced at various points
on the page, stanzas that are both pictures .spaced at various points on the page,
stanzas that are hoth loosely tied tc the pictures, and sometimes a character
that engages in actions with‘others acro3s the page. _In addition, some pages.
with common themes face each other. bThe themes cover a limited number of pages
and not the entire Book; therefore, a book can be aaid to be composed of a series
of sub-themes, some related so as to form chapters and some- only loosely related.
One other characteristic needs mentioning; on a page with a series of stanzas,
one or more stanzas pay begin with '"then" (Scarry, 1957 1967) The Scarry

books are not the only ones with this format, however; classic nursery rhymes

' also use a stanza format. Therefore, there appears to be an interface between

two genre of children'é‘literature forms and a stanza oriented analysis. . ,

- The segmented story was explored for recurrent patterns in theme and struc-
ture, as indicated in Table 1. Once this information was obtained; we then
searched for indications of possible influences on Sean's performance. We
found that these influences ¢éould be locaéﬁones,'one directly stated in the g
text, or more distal ones (Fenstemacher, 1980), ones part of the btoader context |
for this story (e.g., past experiences, concepts of stories, books; what,you do
during the.day, etc.). This latter group must be infetred from the data included
in the story or from the actual performance. In this instance, we depended
mainly on the text. Past research also provides a baéis for the analysis. 'In

this instance, we depended mainly‘on the text. Past research also provides a

-baais for the analysis;t ‘In this instance, the idea that children sometimes

Q
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quate telling a story with "telling a book" was considered. . Which of the in-
fluences or combinations of influences actually were used by the child or
existed as part of the child's frame and concept of story cannot be specified.
What we have done is listed some of the potential sources of influence, those
that were triggered by either the structural aspect of the text or the thematic
factors. |

As we suggested, Sean's story is more complex than the Applebee categori-
zation would first suggest. When we explored the stanza structure ‘for the func-
tion of each line of theustanzai we found that five of the seven gtanzas com~
Eained an introduction, a sequence of actions and a conc1usion.‘ Therefore, there
is internal structure within five of the seven stanzas. On a global level, the
story also has cohesion. It has an opening sequence, "once I went to the zoo"

" a geries of events around a main character (with a second character introduced
part way through); and a closiné event, "Then I got up....I went to Bugs Bunny
Follies". The story structure, therefore is a repeated set of stanza: happening
"to two characters -- a true picaresque, if not a true narrative in the literal
sense of the term. (For an example of an adult picaresque see Don Quixote)

The structure is only one factor contributing to the complexity of Sean's
story.. A closer analysis of the themes showed the existenze of major and minor
themesj these themes contribute to the cohesion of the events in~ ‘the story. The
recurrdnt themes are presented in Table 1. A major theme 1is defined as one that
occurs in more than two stanzas. Using Fhis definition, we found four major themas. .
Two relate to introductory actions, "go somewhere" and "Alphabet"; one relates '
to the action sequence of the stanza sttucture, "look at" and one to the com- . N
cluding aspect of stanzas, "Yao home" The ‘minor themes relate to objects of the
"look at"\actions -~ monsters, Batman Jnd going to s1eep/getting up. The two '
types of theme. Jemonstrate the cohesion and how cohesion is built within and
across the atanzas. ~ The existence or recurrence of major themes suggests that .
this story. is not a simple chaining. :

. If we explore how these .themes mJght be placed in a textbook, we see that
pome of the stanzas seem to stand alone, Stanza I: "Once. I went to the z0o' n,!
Thia stanza might form a single page 4f a book The next stania is linked to-/"_
duces the book form, ABC book. This can a1so stand alone. Stanza 111, expands
tbe ABC theme to be "ABCDEFG all the way up to 2" calendar. This“stanza-and
the next appear to be linked by both the frame, “then", and the minor theme’
' monstersv. An interesting thing happens in’ the ‘fourth stanza; the main
j.c; | o o ,
Qo : \'\ L oo . | 1'-1'\~
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"character goes to D'Ante's house but somevhere in the middle of this paragraph
there iz a shift in Where the characters are that is not specified as indicated
by the fact that D'Ante and not the main character returns home. The next
stanza (V) extends what the main character did when D'Ante left.’ These stanzas
could be seen as, forming, perhaps, two facing pqges, as can the last two stanzas/.
The sixth stanza also uses an expanded ABC theme, ABCDEFGHIJKLMNOPQRSTUVWX!Z
that poater. In this set of stanzas, a minor theme is going to bed and getLi
up. ' “ } L

This analysis suggests that books, personal experience, objects that use
alphabet as a theme, imagination (fantasy), and factors such as television
are all potential“sources of influence. Thier existence in this type of narrative
also suggests that they are part of children's concept of what a story can be
about. Syntactic factors such as the use of "then" frames to introduce and
conclude segments of stories suggest a more advanced knowledge of text ’
structure than story grammars would suggest. Finally-the use of a series of
stanzas or linked completed events suggest that children's concept of story T

. includes a visual component of what a story might look like in the book. h

Conclusion

‘We have presented some initial findings that suggest that past conceptuali-
zations of the study of narrative acquisition and development have been too
conatrained; that is, the information thé& provide gives us information about.
only one type of narrative, well—formed stories, and that this approach may -
underestimate the actual knowledge of children. We also suggested that children
may go through an emblematic phase of narrative development. -In this phase,'
children have models of narrative that include aspects of both spoken—oral
" and written-literate models. Acquisition then, does not move linearly from

'oral to written—literato rather, the process is more complex. .

Our analysis suggests that we must consider not only the transcribed or

'.written story, but also’ the performance aspects of narrative construction and

the concepts children have about Story, e.g.,- telling a book. Therefore,

in view of these discoveries about the varied natureof children's images and . ’

ugses of narrative form, as well as the influence of written materials, we lust,

in future research explore children's own perceptions ‘of narrative in a moTe

open way, a way that .begins with the view of the child as constructor of reality.'

e f.
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REPORT ON THE NARRATIVE DISCQURST STDY

Jenny. Cook-Gumperz and Lyn Worsley

The work,presented in this report grew out of the observatioas in two
other studies 1) the study of oral narratives reported in :iichaels and
Cook Gumperz, Michaels a & b, Cook-Gumperz and Green 2) the work on the re-

vistionsbip between spoken language ability and reading performance reported

on in Simons and Murphy. Our central concern was to explore the possibility that
there ta*a relationship between the ability to recognize and produce a well—
formed story and the development of reading siills. '

Our general prediction was that what we shall cail oral narrative ability
(that is the telling of a story) would be somewhat differentially distributed
through the population of children than the ability to read, as measured by
reading and metalinguistic tests. However, our second prediction was that the
differential ability to produce a "standard story structure", with such linguistic
phenomenon as intcrsentential cohesive devices and formulaic elements of story
strueturing would oe highly related across time with children's continued or
improved rezding success. )

The reasoning oehind these two predictions,that might appear at first glance
as contradietor/,wal that the ability to produce oral narrative is strongly in-
fluenoeo by home and other ovt-of-school cultural experience: To be a good
story teller is for some pesple a highly valued £kill, and styles of story-
telling are culturally variant, The ability to tell and to recognize a
standard story form vith a beginuing, & niddle with an elaboration of action

and a marked ending may be different from some children's style. However, this

story-form is experienced in school both orally and in its simplest form in

written texts. If such afform can’be_recognized in reading texts then the
reader has a context-framing device for passage reading and ccmprehension
which reduces the linguistic uncertainty offered by the text. If the story lime

and its thematic development are recognizable to:the reader then the reader is

~ more likely to be able to reduce the discourse semantic choice points and to

predict the next possible element in the story.

In order to explore these hypothesis we developed some narrative tasks

- which we expected would elicit a range of oral parrative responses from the lrst

grade children. We presented them with a relaxed, experimental setting with narra-
tive picture cards and a single ° picture and asked them to tell a story to the

'resrarcher. The following examples of the two story forms show the different

narrative abilities that were demoristrated in this task using the two different
pictorial stimuli. ' R o

13
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Description and Discussior. .2 Two Tesks

The firsat task, placing the five plctures in order and then telling the
story they-indicated,'did not_require that the child keep in mind the story
line (plot) nor the characters of his/her narrative since the pictures themselves
provi;Zd thoge elements. In fact, freqoently’the children did not bother to
describe the main character at all,,Beginning'theif narratives simply: '™he
- -was walking..." Although all the children were asked to '"put these pictures
in the right order to tell a story", their interpretations, or at least their
responses varied widely. Some children offered only very unadorned descriptions
of the set of pictures. w +1ig an example of such a story: "first he was walking
and then he ran to the tree and climbed on it and sit down. The he went up to
the tree."_'_ Closer to a true 'nerrat_iire is the storjwhich provides underlying
motiration.for the.set of events depicted: >:i: "first Py boy wanted apple, aod i
the..." This story , however; continues with a plain description of the pictures.
Sometimes the children provide links hetween actions in the story thushadding
an element of consequentiality. Story . has such links, and also inclodes
descriptive details such as: '"the dog's biack end there's green grass" but .
these details are listed rather than incorporated into the story line.

A few of the children told a true narrative complete wth formulaic opening,'.
introauction cof character. and motivationzl detaile:" S

-’: "once there was this boy and he was walking along the sidewalk
and he saw this tree but there was a w:l1l around:it and so
started running and he climbed up and thew started to rum to
th~ wall and he climbed over the wall and then he was and
then he started sitting down. He'sat down on the wall for
a little while and the dog came. And a dog came and triad:
to climb up the wall and then.he started .to eat an apple.”

Since it was possible to order the set of pictures in various ways,’ the
same plot and characters were not always provided. Story *mtroduces a rwin
" brother and has a rather incomprehensible plot because the child who told this
"etory placed the'cards in sequeoce without regard to content. He than attempted to
““construct a story that would fit the order of pictores,-rather thav srder the piz- _m

tures by considering what sequepces made the most sense.

L: Okay. -
D6: I guess these are mixpd up. _
- L: Do you want c¢o change them around? - 0

D6: 1'11 change this one... right here, and this one right here.
L: Okay, now tell it to me.

Ed
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D6: T'see. He was running to get that apple cause it was fittin to
. fall. So he got it instead, got--got another one instead cause -
__that-=cause he p~-he pushed that.one back up. .- Then-he~~then th- - e
ha sit down then the dog start lookin up then he w--walked and '
then he climbed over the fence and get it. And another w--and
th-—and another boy came, his twin brother came then he--then
- his twin brother was gonna get him a apple.
L: Mhm. Okay. So that's——um two five four one three. Great.

The second task consisted of telling a story based on one_ picture, that

. of the African woman (included in the append;x) ) Aga*n, the responses of the
children ranged from:a simple—description to a fully developed narrative.
Stoty B3 contains no formnlaiC'Opening nor any informaticn that is not visible
in the picture. Even after the interviewer probes: ''Is there anything else?"
the child adds only one more bit of simple description. N

-B3: Hmm that's a hard ons.- . ' :
L: It is a hard one. L ' . e e
B3: 1Is (name ) do it ta? ) _ .
L: Mhm.
. °B3: Hmm. Let me see. Lad:'s wulking and he has somes-~ in her basket
' and she's balance it «v ke 0 L. - .
L: Is there anything eisa? . /
B3: Um. I don't know. fle'w wai.ing by che water.

L: Anything else? .
B3: No. : o
L: *3y. Thank you. -

Story <4 coutalns neither. formulaic opening nor an§ information about_the
mainfch;rﬁcter; imtroducing hef only as she. Again, the atory begins as a simple
descriptiin: "ehe wes carrying..." but then the story teller lets his imagination
run free s he»143ts in a kind 2f litany, the contents of the basket: "...apples,
Plums,. grapes,'cabbage, greens..." and constructs .a reason for the action shown
in the picture: " -80 she could -bring them to her mother sc her mother cook all
kind of things for her for dinner". However, this stor; is more a reason for
the action than a well- »~'1ded narrative which presupposes a reason for the
action e

Story B6, in contrast, begins with a fortulaic phrase followed by ¢ descrip- J?f‘

tion of the mals character and the setting. The story~te11er provides few con- .
crete details but makes’ evalustive statements instead: "gshe was really poor" , N
'A"they had a really tough life'. So, although the story is very sparse, several :
. of the basic narrative elements are given..
@ Some children had considerable difficulty producing a story from this

stimulus. With the interviewer's encouragement, however, they could increase

€
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" the length of their stories. Several of these children would continue adding
details until they found a closure for their stories. Al "...then later on
that night she goes to bed". Probes from the interviewer, though’contentless:

"is there- anything ‘elge?™ seemed to provide’a frame on which the child 'could
hang her/his story. In a recent study of classroom stories Dowley MacNanee
(1979) fonnd_a similar phenomenon and»has suggested that\the collaborative work
of teacher to produce a story is an essential developmental part of
learning strategies. Without any input from-the interviener, two children in
the study told fully-developed. narratives, complete with formulaic opening,
introduction of character, several elements of'action, a problem and its
resolution and evaluative statements. . Story BS is an example of such a story:

L: Okay. Now, another thing I'd like you to do is I'd" like you to
- make up a story about this person. \\
. B5: Mhm. Mhm, I wonder where—this place is... .
L: That was an envelope sent to a friend of mine. And the person Y
wvho sent it thought that it was a nice picture so they vut it
- on the other side. But I just wondered if you could make up a

. story af.out that picture. ‘\\
B5: Once there was a boy named Jimbo, and he lived in..,I dzn't know... \\
where he lived.  And he...2nd he used to carry things on his head b

back to his house. And, sc one day he was walking along the road,
fixing to go to the store and he saw this basket. So he took the
basket and walked and walked and walked, until he got tired. And

so he sat down an’ {nrgot all abou: ...forgot all about goin to the
store, and so he :n¢* got back up, ran to the store, but it was too
late, the store %ud closed. So when he got back home, his mother was
azngry and so he h7* to go to bed without no dinner.

This task was perhaps the most difficult sance the children were provided with
a character but no sequence of action. They wera asked to buildfa’story with
its complicating action =round a specific character who, perhaps, resembled
no ‘one they had met before in stories e.ther heard or read.
" Qur analysis for used on the use 0f tory schema in the story ‘'telling
"4perfgrmances, whether the story schema was fully developed and preserted .
adequately'sequenced with.possible'nérrativefdescriptivo embellishments.
.We coded hoth stories according to the adequacy and quality of the stories
.i told, and then assigned each.story a numerical evaluation.report—tvr“tcding
_schemni Our statistical analysis waa in two stages; firstly, we correlated the
, story—narratlge.variables for the lrst grade children s performances on standard-
ized reading(tests metalinguistic tests and on other discourse tasks. Secondiy,
| we selected nine- composite discourse and reading/metalinguistic variables in- .
perforned a cluster analysis by cases, . The resulting clusters of children,
could then be compared both with the reading group "clusters" formed = -
by the teacher on the basis of the perception of classroom performance, and with

S e 24
the cluster‘b performances on other discourse/reading tasks.




. TABLE I

Correlation with School Reading and Metalinguistic Tests

Word Recognition

I IT
P.N. I .15 .30
P.N. II .38 .27
F.N. .02 18

Blends List

.41 . 024
42 . .64

031 : --09

_ Correlations with School Tests Relating tc Discourse

Passage Vocabulary
P.N. I 48 42
P.N. II 51 41
F.N. .40 .27

Sentence
.38
.40
.34

Correlations with Other Discourse Variables

Exophoricblndex Connections

P.N. I -.27 15
\_ P.N. II -48 . 14
F.N. . -.26 . .49

>

‘

P.N. I —'gicturc Narrative Schema I
P.N. II - Picture gprrative Schema II

F.N.- Free Narrative Schema (Africa story)

Commurications Task
Accuracy.

.23
048
] --08

°
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The resnlts of the correlation analysis (see table 1,- ) show us that the
story narrative scores have a close re1ationship with other discourse tasks and
yet are differentiated in the narrative skills that they represent. The free
narrative which does not provide either element of plot or character has its
strongest correlations with discourse variables which relate to -the construction
and processing of longer strings of text. The picture story tasks relate more
strongly to sentence word and phonetic tasks which stress accuracy of perception
and precision of expression. It is interesting that the highest correlations are
with the re-telling of the picture story when verb recognition of a different
story sequence should be made. This second telling has a re1ationship to the
accuracy score on the communication task reported by Simons and Murph nd
.another high correlation with a word listing task which’ requires prec*’ion.Av
These correlations give support to our hyp- “hesis that there is a productive
discourse ability that exists which relates to, but isvinqependent of,
reading skills. | |
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Groupings for Reading - lrst Grade

High + High Middle . Low
© Jenny (W) Ahab (W) Connie (B) . Celena (B)
"/Jessie W) Eleanor (W) " Christine (B) Clark (B) -
! N P4, R .
\\va‘_ Joel (W) Laurie (W) Nori (W) Darrel (B)
“oor J . -
$e Deena (B) Daniel (W)  Andrew (B) Melinda (B) |
Martin (W)  Ndumbe (B)  Merle (B) —__ (letr )
_ carl (W) Chuck (B) Sherry (B) | Sehool
Francis (W) Paul (w_)‘ Waily (B)
Jon (W)
Students in the 4 Cluster Groups
. Cluster 1 :
Francis (H) Ahab (H) Andrew (M)
Jenny {+) Jon (M) Deena (E+)
Eleanor (H) Carl_(H) Paul (M)‘
. Joel (B+) . Daniel (H) -Nori Q1) .
‘Laurie (H) o E ‘ . Lo
L e - . . L . l/ )
. Cluster 3. - - ‘ '
Celena (L) Melinda (L) .Darrel (L) )
e ' ~Clark (L) ‘ ' | ‘
e o Cluster 4 T
Chuck (M} - Wally (L) '

‘Ndumbe (M) Christine m)

~ . ¥
. {
) T . . . .

P

T
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The Variables Entered into the Cluster Anai&sis - o : -

1. Reading ability at the word level CTBS word recognition tests at
time 1 and 2. : :

2, Reading at the discourse competence 1eve1 o °
3. Metalinguistic awareness at'the phomologicul level
4, Metalingulstic awareness at the word level - lexical deleticn
5. Oral discoﬁrse -1
- Exophoric reference index (See Simons and Aurphy for description of
variable)
6. Oral discourse - 2 ’ ¢
- Picture narrative schexa I (1lrst telliis) ®
-~ Picture narrative schema II (2nd tellin&) . i

7. Oral discourse - 3
- Picture narvative order of pictures'
-8 Oral discouree - 4 :
"~ -+ - Free narrative story schema (African story) : .
9. Picture perception and reading group placement ,\\\

X Z scores on 9 cluster'variables for 4 g;oupé

Group . 1 2 -3 . 4
1. RDAWD . 365 .. .285 .276 -.393
2. RDADIS .285 .268 ..~ .195 - -.435°
3. METAPHON .111 .237 .271 -.116
4. METAWD .165 .96 0 .23 0 7527
5. ORDIS I -.025 ~.066 -.070 : .062
6. ORDIS II 494 .009 .115 . -.256
7. ORDIS III .251 .282 ' 251 -.426
8. ORDIS IV - 317 . R Y . =.040
9. TEACHPER .55  .aso © . L251 -.330
. Ne6 N=8 T Ne6 | N=X4
[ 3 )
Rank Orders et
" . RDAWD 1 2 3 4
RDADIS 1 2: 3 4
METAPHON 3 < 2 1 4
METAWD ~ 3 1 2 4
 ORDIS I 2 3 4 | 1
ORDIS II ECAE U . 2 4. v
CoRDIS IIT 2 N 2 3
ORDIS IV 1 o 7 3
“. TEHCHPER 1 3 4
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Discussion of the Findings in the Cluster Analysis \
, I

The cluster analysis by cases,nas performed on nine vaJiables constructed
from the key reading, metalinguistic and other discourse tasks described in the
following chart. Our aim was to see in what ways the story—narrative tasks and
their related discourse/reading skills could be used as a selective principle for.
categorizing students, and if ‘these discourse\abiliti%a were in any way differ-
entially distributed from reading akills and reading group nlacement If ;
differences were to be shGWn, then we need to see which of these variables were
differently distributed
Our findings briefly summarized support our hypothesis that discourse- .

narrative skills while related to reading_are an lndépendent dinension. Ini-

tially we can see in the following chart showing the cluster grouo's'composi—

tion by child that reading group placement is not synonomous with either dis-

course skill nor ethnicity, there is however-a high degree of overlap with

reading skills The first formed and therefore most alike group on discourse

related tasks is cluster one. This is_composed of 4 white andvﬂ_black children

who are in H+, ‘H and middle reading groups. The second cluster group is all
. white children in both high and middle reading groups. The third and fourth

groups while both composed of black children differ in that group three is -

made up of low reading group children and group four" ‘s made up of middle :

reading group children. - /
| When we look at the variable values in the matrix as a rank ordering of groups

on thé nine variables we begin to see in mofe detail how the discourise tasks

on s.ory-narrative relate to the other skills (see chart 2. ) The specific

reading tasks ‘have a similaf ordering in relationship to tne.cluster\groups,.
. "although as we have showm they do not\have a precise agreement with reading

group placement itself but represent an interesting diversity Vari&bles

3 and 4 relate to the selected metalinguistic tasks, here the reversals of

rank ordering betwaen the g- ups suggest: ‘dn alteration of the relationship

between specific reaaing skills such as phonetic recognition,‘Word segmentations ;;

taska and discouraw abilities. ’It is interesting, following on from Collins -~
study, %o nartea that cluster 3 formed of low readers has the highest relation~
ship uith:phoneme segmentation and recognition tasks, the skill in which low
reading groups get most practice. The mostly high reading group (cluster two)
‘has highest rank with the word *ecognition tasks. Both reading tasks and_the

teacher s perception of reading ability agree with the cluater ordering suggesting

o . : . °
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_ that while cluster 4 members are’ quite gooOu "Oty-tellers and are in the
middle reading group, they are perceiVed by the teacher as- potentially
difficult to evaluate. Rank ordering of the cluster groups and the discourse
variables shows an interesting variation. On the.first telling of the picture
'narrative Qroup four has the highest Z score eguggesting that the members of |
thie group did best on this task as a group; but for the ‘
ordering followed the group assignments. Discourse variable three was the
correct placement of the five story cards in sequence, in this, touk zroup i
two sbored'highest, 'Diecourse task.four, the free narrative, a:ain group
- one scored highest,with group 4 scoring higher than group t!* . -uggesting
that our prediction about story-telling ability with readir, . eceive.
sume support. ' ' u
Our concluaﬂona to this study.are that the cluster group =naly reis gives us
a way of estimating the influence of story—tcilin§ e?iiities as part of the ‘
discourse compet snce that children bring to, achieving the &c-* t‘ based skills
- of reading and literacy. lhese findings suggest that ci::ourse abilities
_are varied, andfthat not dll discourse tasks develop the same talents.

g !

i

We suggest that | ‘more work with oral narrative in- several forms might te an : ‘ )/

alteruative pregaration and support for the development of reading skills.

" We would like to thank‘Don Lue, (School of Education,Berkeley) for hisfhelp f /
with the scatistical analysis. oL - |
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(R SITUATIONAL PROPERTIES OF commmcr. A A

' Q_- A CASE STUDY OF ONE CHILD'S BEHAVIOR IN TWO EDUCATIONAL SETTINGS
/- Janice. Schafer - University of California Berkeley

A -

4 . > o

Traditionally, experig'.tal| resc:s>ch on teaching and 1earning attémpts to.
manipulate one variable while holding all others constant, the results are then
generalt }d to other settings. . The setting itdelf and the reasons for subjects
being 1 Iha .particular setting are not typically considered’as variables of a .
Jany impkgtance. The students themselves are commonly viewed as objects with |

attrihu %s that can be measured so that ‘the focus has been on deve10ping '
objective measures of absolute capacities that a child uses/for all situations, -

~rather than on intecactional contexts and.on teachers ways/of assessing and l
typifying students ‘and on the® ways in: which teachers and students interpret and-
give meaning to educational situations. Children s ‘compefency. and motivation "
are seen as fixed attributes and not as varying qualitie which are dependent '

| upon the particular demands of specific’ settings and situations..

} An alternate pcrspective on teachirg and learning views children s abili- .
ties as a fuuction of the partiCular serting, the explicit and Amplicit byles
for participation in that setting and the criteria for success.. Barker (1968)
was an early proponent of environmental theories of human behavior and mare.
recently Cole (1979) stressed the need for a "theory of environments“ or a
"taxonomy of behavicral settings", which will take into account influences
resnlting from particular settings and contexts. ' 7 o
; ‘The pr esent paper dedls with-one child's observed behavior in two different “:
educational settings, a fourth grade classroom and a field trip to a "discovery
room located in a public science center. In comparing one child's behavior E (l tf-‘?
in the two kinds of educational Settings we will document the context-bound ' 3

A nature of evaluation of children s abilities, Fnalyzing the physical features

of each,setting, rules for participatioq‘and ‘the behavioral displays both

kinesic and Verbal that demonstrate attentiveness and involvement, competence o §=

and- learning in each of the settings. We will argue that these environmental o

variables combine to produce situations which strongly in#luence children's moti-( N

vation, level of participation and ability to demunstrate competency. We show
\‘4 .




how the same behaviors defined in one setting as "inmaturity",_“disruptiveness"

_ and "inahility to focus attention" are seen as ''curiosity', "creativity" and

"gtrong exploratory tendencies" in the other setting.
The present work is a part of the School-Home Ethnography Project (1978)

- that seeks to document and explain differential learning in the classroom and

children's behavior and modes of learning-acroqs—settings. For seven months
Schafer was an activeiparticipant'and observer in a fourth grade claasroom.
Prior to the outset of this project, Gottfried (1979) had conducted a study 4fﬁ
of children's behavior and learning in'the.context of school field trips to ’
the "biology discovery room" in the Lawrence Hall of Science (LHS) at Berkeley.
This study p;ovided baseline data on children's exploratory and social behavior
and learning in tﬁe science center setting which enable us to characterize

this setting as a strategic research site for inyestigating children's informa1.

‘modes of learning in a free-choice educational setting.

DERRICK ‘AT SCHOOL o =

Derrick was selected as one of six_target-students to follow through the
school year in a multi-ethnic, urban féurth grade classroom. Focal 1ndividuals
were chosen on the basis of ability grouping and observation of informal peer
agssociations as part of an ethnographic study of how classroom participants or-

ganize eventa like lessons, reading group meetings and seatwork and with the

. implications these processes have for the evaluation of students’ performance.

We were particularly interested in how children's experiences in the classroom
differed as a function of participation in different abil““ groups and with

the interactive processes that created and maintained the social identities of
good and poor students. Derrick was selected because he was in the low ability
group for both reading and math and pet.he seemed to be socially influencial
with peers both in and out of school. By the second week of school, Derrick:

was identified by the teacher as a "behavior problem" because of his "immaturity".
The teacher describeas Derrick as "eo immature, he's unable to do as:instrﬁcted :
for any period of time. He's young, June or July birthday, has low skills. I
still want to send him back to the third grade.”" From the teacher's perspective,
Derrick's problem, the location of his trouble, is his immaturity. Immaturity

iz a common-sense construct, a social type, used by the teacher to interpret
student behavior in the classroom. Designations of maturity/immaturity are ways
of explaining why certain actions occur in the-classroom.because of posited

‘developmental abilities. But immaturity is not a characteristic of the child

19z
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*independent of the context of the environment in which the '"immaturity" manifests
itself. The ‘teacher's assessment of Derrick makes sense only if it is embedded -
in some understanding of the nature of social organization of the‘classroom.
That is, the teacher assumes a shared nOtiOn of classroom activities as the *7
contexts in which such troubles presemt themselves and become impediments to
teaching and learning.” Here we will be concerned with documenting the teacher's
assesement practices in relation to the classroom contexts in which the evaluation
is sitvated in order to show how the practical circumstances of implementing -

.. -group instruction are transformed into criteria for evaluating student competence

and learning potential.

THE SOCIAL ORGANIZATION OF THE CLASSROOM

Much of what goes on in the classroom represents reiatively stable patterns
of organization established by the teacher in response to the basic conditions
of teaching: the teacher must plan and manage instruction for a diverse group
of 30 students and deal with the sociel properties of the collective. The daily
routine of classroom activities operates as a sequence of "controlled behavior
settings' that were planned by the teacher to ensure both order and constrnctive
activity in conformance with her learning goals for studeats. ‘She is explicitly
aware that the immediate social setting shapes student behavior, that students'
actions are grossly controlled by the pattern of constraints and opportunities
.provided by the inatructional contexts by which the teacher structures the
achool day. The episodic organization of the school day becomes one of the
primary schemes of interpretalon by which she assesses behavior and typifies.
students. Very early on the teacher begins to formulate a picture of the
individual students in the class in terms of the way they behave in recurring

educational situstions. The appropriateness of a student's behavior is assessed
in relation to the context of its occurrence and in terms of how the etudent's
actions impinge on the scheduled- activity for the collectivity. Derrick's
behavior violates the teacher's expectations for appropriate behavior in two
well-defined situational frames for classroom events: Independent work and

whole group lesson situations.

INDEPENDENT WORK: The teacher's view of Derrick's "exploratory behavior"

One particularly salient feature of classroom organization in the elementary
grades is the assignment of students to ability groups for reading instruction.
Teachers perceive that most classrooms contain ‘children who vary widely in reading® .

-
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ability and attainment, and hence in the capacity to benefit from'any particulsr
level or pace of reading instruction. In this particular class, the beginning
“of the year reading test scores, measured in grade equivalents, range from 1.6

to 7.9. The teacher subdivides the class into 3 ability groups and meets in-
diyidually with the two scudents Who Fead at a ‘first grade level, in order to
accomodate the student diversity. Thé popular belief is that ability grouping
reduces "pacing problems", allowing the teacher to adjust the curriculum to an
appropriate level of challenge for each group. However, grouping for instruction
also poses a management dilemna Since all groups cannot have 2 teacher directed
lesson at one time, the teacher must Plan and manage multiple activities ‘that
occur- simultaneously, A cCmmon pattern, and the one used in this classroom, 1is
for the teacher to conduct a reading lesson witn one group While the other
students work independently onwse&twork'assignments,at'their desks. The fact that

the teacher has to monitor and m2intain the entire social setting as an-appropriate

work: environment while she is engaged in working directly with a small group of
the children, has an important influence on the forms of control and evaluation
applied to individual behavior. Students are expected to exert self control
and "act like grown up fourth graders" by staying in thelr seats, focusing
attention on their work and avoiding "behavior that is distracting to others.

Early in the year, the tcacher rays that her role as a fourth grade teacher
is "to grow up the children" and “teach them to work" in order to enable them
to make the transition from the, PrimAry grades to middle school and meet the
‘' requirements necessary to their Survival", based on her knowledge of what lies
ahead in 5th and 6th grade. Omne of the teacher's primary goals, and a stated aim
of the fourth grade curriculum, is to foster "independent work habits''-—or more
specifically, the“ability to follow ingtructions and settle down to work im ¢
the presence of others with 1ittle direct asgistance or supervision from the
teacher. From the teacher's perspective, the daily‘morning seatwork assignments
accomplished both instructional and~ﬁenagement aims. 'They provide students with.
opportunities for and practice in doing independent work, and free the teacher
to work with small groupsbof GRildren. As the teacher works with one group of
students, she also monitors the activities of students working independently
at their desks, attendins to noise and movement as cues indicatiVe of an appro-
priate level of work engagement. Moving around the room without an apparently
legitimate errand (such as sharpening a pencil), talking loudly, or interrupting
the reading group to ask the teaCher a question are forms of behavior that are “

#
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sanctioned. Quiet talking is tolerated as long as itvdoes not disturb the reading
group meeting. Provision is made, at least tacitly, for children_to'cqnfer withr
othera abOut.essignments: the children are seated in two aisles of desks. Desks
are side by side, facing another row of desks. Part of acting like "grown up
fourth graders" igs learning to "maintain" themselves in a very interactive seating
arrangement without the teacher's direct supervision. Children who cannot sit in
the group without distractiﬁg themselves or others are excluded from. class seating
and have their desks placed on the borders. of the room. away from the gtoup. |

.A .It is in the context of this activity that Derrick's identity as a "behavior
problem"” is initially formulated by the teacher. Derrick does not stay-in his
seat. He likes to move around either shifting to -one of the group study tables
in the classroom to work, or getting up and walking to various locations in the
classroom under the guise‘of‘a'legitimate errand-—sharpeping eugencil, getting
a kleenex, throwing paper in the waste basket, etc. One of the variable, negotiated
elemants of classroom discipline is how the teacher defines a particular student's
" movement in a particular situation. The'teacher might ignore.it, she might inquire )
as .to its purpose:

Teacher: Michael, what are’yod;doing in the closet?

‘ Michael: 1 was only getting my pencil.
or she might view it as symptomatic of an underlying problem. In deciding how a
particular student's action is to be "seen" or "taken", the teacher makes some
identification of the student involvement in terms of past academic performance
and generai classroom deportment. In this particular case, Derrick's behavior
is glossed as "inability to focus attention, 1indbility to stay in his seat and

to do work independently'. Derrick's behavior is seen as_an impediment ‘to his
learning and-as a distraction to others. Thus sensitized to this behavior ﬁroblem,
the teacher '"makes an issue" out of compiiance.$ Derrick's desk is mo;ed away from
the class group to a location near the reading table so that'the teactier can monitor
his activities morefcloeely. Every Movement which occurs in the guise of legiti- .
mate activity is commented on: ' ’ '

Teacher: "Derrick I'm going to have to start charging you a nickel
for each kleenex."

The teacher's perspective is determined by the practical circumstances of teaching’

" 4th grade with its particular forms of classroom organization.. If students cannot

. work independently, the classroom.organization of ability groups for reading
iﬂstruction cannot fcnction. The pragmatic task of.maintainigg ability groups ‘
and the situational deqsnds on appropriate‘studect conduct in this setting ‘
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underly the teachpr‘s characterization of Derrick as an immature student. A:
student who cannot stay in his seat and focus his attention distracts the teacher
from her work with reading groups and requires extra attention and. effort in
monitoring his seatwork activities so that his behavior does not result in the
disintegration of the classroom situation as a setting conducive to serious

work.

WHOLE CLASS LESSONS: Derrick as a catalyst for misbehavior

In thelwhole'class lesson situationofthe t~acher addresses. the class as a
group, transmitting information during actual instruction, giving directions for

assignments or issuing procedural directives and announcements, On these occasions,

- the students are expected to be "listening" or "paying attention" to the teacher. .

Such listening precludes students simultanecysly attending to side involvements,
such as interacting with peers, playing with pencils or rulers or other objects
on the desk, beginning work on the assirgment before the teacher has completed‘
- giving directions, and so forth. At the beginning of a lesson, the Eeacher
frequently issues directives such as "sit up straight and look at me" or "I

said to get books out, not open them. I want your attention up here" until

the group-assﬁmes a coherent configuration of both postural and visual attention
to the teacher.' She withholds instruction until the room is. completely silent, -
symholizing the termination of all side involvements. ‘In this situation, where
all children aré expected to direct undivided attention to the’teacher such acts .
as fidgeting, whispering, daydreaming, and minor disruptive behayior are seen as
threaténing the main involvement in the lesson and are ‘sanctioned. For example,
in the beginning phase of a math lesson, Qerrick stretches and yawns-audibly. |
The teacher says: ''Please leave the room if you're going to- be s¢ rude. Come .
on now, leave the room." Derrick goes to sit at a desk in the hall and begins

to look through its coutents. The teacher says to the class: "He even disturbs
us when he's -out of the room." - Addressing Derrick, she says: "Quit banging the
desk top." (A few minutes later she goes out to Derrick and says: "Hey, why
can't you behave yourself." She brings him back into the class tovhear the _
directions fox the assigmment.)- . ' - : .

Part of the teacher's expertise in maintaining- collective attention to the

4 task at hand, is her knowledge of the characteristics of individual students
which students are easily distracted, what kinds of answers to expect from
.different atudents, and tne likelihood that a particular student's behavior
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will elicit reactions from other students. In -this context, Derrick is VieWed‘
as a catalyst for misbehayior. . Detrick is verbally adept at making puns and

o -

" other 'double meaninga', reframing the context in a ‘way that is disrnptiVe to the
lesson focus. For example: ' -

Durdng a Spelling lesson inVolving words with variant Spellings
foxr the long e sound, the teacher says: "Sometimes that same s0und
might be spelled..." Derrick calls out: "Wrong.

‘ The teacher is writing students' responses or: the board Derrick
- calls out: 'Yabba Yabba Doo!" (Another likely offender in this context
is a boy named Abba. DerricK turns around in his seat and looks at Abba
ag if he is reacting to Abba's comment.)
The teacher turns from the board and looks at Abba. She says: "What?"
‘  Abba says: "I didn't say that." " ' ‘
The teacher looks at Derrick, then resumes writing on the board

A teacher from the district office is conducting a written lesson as
a model for the classroom teacher. The lesson involves writing an
expository paragraph containing an ASSERTION, PROOF, and CONCLUSION. The
visiting teacher has elicited an assertion statement: '"Mrs. Hayden 1is
nice”. She calls on other students for statements that prove this
assertion,
Margo says: 'She doesn't yell at us too much."
- Derrick calls out: "Prove it! OK, take it out. " : ' < ' o

/
#

In other contexts, Derrick's behavior might be taken as a sign of verbal
creat*vity and intelligence. In this context, the teacher views it as
being "yncooperative”., Calling out is an inappropriate form of "atteation— -
getting” behavior characteristic of immature students, further evidenve of
Derrick's immaturity and inability to participate appropriately as a member of
the classroom collectiwvity. Undgrlxing the,teacher s use of the socisl type
"immature student" and 'the grounds for its application’to Derrick's behavior
in this setting, 1g a very practical concern--keeping the attention of 29 students
while one student is misbehaving and diverting the attention of “the others.

PLACEMENT IR SUBGRDUP STRUCTURE AND SUBSEQUENT GRADE RETENTION

The teacher s designation of Derrick as an "immature" student is used as ‘
a resource for making placement decisions in regard to ability grouping and
promotion to the next grade. _At the beginning of the year, Derrick and three
other entering students join two "retainees"--students repeating the 4th grade--
in the low reading group. Tae teacher 8 practices in making assignments to
rzading groups rely on he%™ assessment of the child's behav;\r-trouble—making
propensity, willingness and ability to work independently-—as well as on -

academic indicators -- test scores, academic record and teacher recommendations

N
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from tle previous year.' The following table shows reading-test scores at the
end of 3rd grade and at the end of 4th grade for the students in the low reading
group. Test scores are expressed as grade equivalents.

"new" students : end of 3xrd 3rade . ~ end of éthvgrade
‘ Derrick | | 2.9 | 3.8
- rrent .‘ . e . : - - . - . 2. 8
Danita ' 2.0 B 3 2.4
Altce-Jean 2.0 - : . 4.4

. "retainees" _ : o
Cam ; 2.4 3.8
-Terry 2.2 o 3. 8

In the fourth Week of school, the teacher changes the group assignment for one__
of the students, Alice-Jean, moving her into the middle ability group. A
comparison of the teacher's remarks following the first parent-teacher ‘confer-
ences reveals some of-the social criteria that enter into the teacher's judge-
ments and affect the student s school career:

.Alice—Jean. "Good worker. 'So motivated, I expect her to be on grade
‘ level by the end of the vear. I wrote nothing but good
things in the report.

Derrick: "So immature, he's unable to do as instructed for any period
v of time. He's young, June or July birthday, has low skills.
o - I still want to send him back to the third grade. I told
' his mother that he will not leave this class until he's
ready to do some work.!" - ©

What Derrick lacks is not- intelligence. His trouble in school arises from his. -
~fallure to exhibit patterns of behavior in conformance with,the normatiVe order
for classroom displays of competence, attentiveness and learning. - The teacher' 8
generalized deficit view of Derrick's performance is phrased in terms of his
lack of certain social skills that are necessary for survival in the formal,
organized environment of the claserOm. Discipline is the teacher's gloss for
patterns of control and attention that are seen as prerequisites to school
learning. Derrick's incompetent behavior--his inability to focus attention,
\insbility to stay in his seat, inability to do independent work inability to
do as instructed for any period of time--~takes on its specific meaning from
the setting and its use by the .teacher to both orgsnize ‘and recognize learning

" performances. In contrast to Derrick's failing performance in the classroom,
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.. his behavior in an educational setting which emphasizes the active role of’

the learner proyides a quite different view of his competence.
DERRICK AT THE BIOLOGY DISCOVERY ROOM

The Biology Disco?ery Room at\the Lawrence Hall of Science contains an
assortment of animals, most of which.can be picked up, and an apparatus that
allows visitors to make discoyveries about animal‘behavior, anatoiy and physi-

ology -such as stethoscopes for listening to heartbeats materiale for building

 rat mazes and snake mazes and skin temperature maps. uring school field trips,

children_are given a brief orientationxand_then are free’to explore the room,

- touch the animals and engage iEJactivities. Derrick was-systematically observed

as one of six focal individuals during his.class' visit to the Biology-lab.
(Derrick had been chosen as one of the focal students in *he larger. ethno~
graphic study because he was in the low ability group for both reading and
math; other focal students in high and piddle ability groups were also observed.)

" The hour-long visit to the Biology Discovery Room was videotaped using two statiou-

ary cameras and a Porta Pak unit. The six. target students were audiotaped during
as much of their exploration as possible. For two of these children, including
Derrick, physical movement patterns were also recorded. Eight adult observers
were involved, one tracking each target child and two doing the physical move-

ment records.. Ohservers were.unaware of the hcildren s ability group placement

atschool. All episodes of exploration were noted, timed and coded using the

Curiosity Index of Motor Activity (CIMA) (Peterson and Lowery, 1974). Questions

, the children asked were recorded, along with information about the social

. grouping at each exhibit and the context of each exploratory episode. The focus
of interest was on how children, influence one another s exploratory behavior and -
learning._ (For a more complete description of the methodology used, see Gottfried,
1979.) - ' ‘ ? :

EXPLORATORY BEHAVIOR AND CURIOSITY :

One important dimension of ‘children's behavior ia the discovery room setting
was the degree of their exploratory behavior. When a child encountered an ex-
hibit, did s/he observe it, touch it or manipulate variables so as to conduct an
experiment? These types of behaviors were rated 1, 2, or 3, respectively, using
an CIMA Derrick was extremely active and exploratory during his school field
trip to the Biology Discovery Room. . Derrick's choice of activities and the
duration of his involvement at different exhibits reflected his out of school
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-interest in fishing and related water, sports, He spent more than 2 minutes at .

each of 4 exhibits: the duck pond, the crayfish pool the. turtles .and the fish
tanks. At each of these exhibits, Derrick told stories about experiences he and
his father had had fishing and catching crayfish together. On one occasion, he

‘proudly described how he prepares gumbo from fish.that he catcher.

As Derrick proceeded from place to place in the room, he displayed the dis-
tinctive "search and dart" type of motion that was also reported in Gottfried's

'study (1979) of 30 other focal individuals. This pattern of behavior involves
- the child scanning the room-as he_walks quickly.in a straight line and then,

without warning, shifting direction with a sudden, jerky movement in order to
make a bee-line for an exhibit ‘that has caught his eye. Derrick engaéed in

more episodes of exploration than any of the 30 foeal individuals in Gottfried 8
study and engaged in a greater percentage of experiments (activities rated 3 on
the CIMA) than the average of the 30 other children. Derrick expressed curiosity
verbally as well; asking twice‘the'average number of questions during his visit.
The. table below provides a summary of the data on Derrick's exploratory'béhaviOr
along with the averages of similar data on the thirty focal individuals studied
by Gottfried in the same setting and context. v

Table 1. A summary of the data on Derrick's exploratory behavior in
the Biology Discovery Room compared with averages of 30
focal individuals observed in the same setting and context.

gnerrick's Observed Behavior Average of 30 Focal Individuals

4& of episodes rated as "l"'on CIMA. ..29% 35%
4 episodes rated as "2" oa CIMA...42% ’ l, "407
% episodes rated as "3" on CIMA...29% ° . - 25%
# episodes of exploration. .57 (s=8. 4) . . 23
# questions asked...7 (s = 4.0) . _ . 3.6

DERRICK AS TEACHER AND CATALYST

One focus of particular interest is on how children influence one another's

exploratory behavior and learning. Two behavioral phenomena found to influence

.the children s exploration and thevflow of informatibn during field trips “are

peer teaching and observational learning Peer teachingﬂis where one child

intentionally demonstrates skills and conveys facts to another child. Obser-

~ vational learning involves one child unobtrusively observing another child who
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is involyed 1nlan~activity and then getting inVolved him/herself after the'role
model has left or, at times, - joining the role model in the activity. During the
brief orientation that is presented to all school visit gronps before the stait
of free exploration, all children are explicitly asked to share their skills and.
knowledge of animals with others who may be less experienced and possibly afraid
of some animals,.- . ’ S »

In the course of his exploratiOn of animals and exhibits, Derrick was ob-
served in the role of~peer teacher and role model for unobtruaive observers.

E There observations are summarized below. - o e

Table 2. Irnstances in which Derrick was observed acting as a peer
teacher and functioning as a role model.

Description of behavior : Number of Observations

Deliberately - demonstrating : ' ~ , .
. . an experiment or skill to . . .t
' another child or children _ 7 : e :

Deliberately conveying infor- ‘ . ‘ ' -
‘mation about animals to : . ' e
_other children _ , . _ 3

Functions as a role model :
and/or innovator by initiating e
an activity and attracting ' e -
other children as observers ’ : A
and participants 5
Since he drew a‘crowd of observers on 5 occasions and was also explicitly asked e
for help in picking'up animals on at least two other occasions, we have evidence
that.other children recognized Derrick's competence in'this setting. Derrick
contributed to the flow of information in the field trip setting by deliberately
sharing information and skills that he had and by setting an example for other
children who engaged in activities af-er having observed him Derrick's behavior
can also be described as cooperative since 4 of the 7 'demonstrations' listed in
- Table 2 refer to incidents where he showed ‘other children how to hold or pick up
an animal of which they were fearful, thus making it possible for the other
children to participate. ' ’ .
We can see from these observations on Derrick's behavior in the context of the
.classroomnand in the context of a biology lahoratory that Derrick presents

a different persona when his own personal interests govern his interaction

with‘both students and adults. Learning what balance of impersonality and
friendliness to maintain in each classroom situation is not an easy task for

_the‘pupil. Some are more successful in thia learning than others. For




-

Differences in environmental assessment between:
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Discovery Room
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Encourages motor-activity-— o
touching, moving about,
unnipulati
. //'
/-

o
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'&6 uniform standard of behavier.

s

* A wide'variety of behavior 1is :

‘runs its course; it often changes.

acceptable and no formal
evaluation .takes place.

'Pecrzgdhching and collaboration

on activities is explicitly
requested and encouraged.

No_formal evaluation or external

" criteria of success is used.

Children entablish'theircgun‘

' . agendas.

Group decorum is not an issue
in the discovery Room.

A wide variaety of activiities : f“:

are perceived as being educational
including motor exploration

and sensory interaction with the
environment. o -

Student—centcred,choice and

_.direction of activities (including

talking).

The purpose of«acrivitics'
becomes apparent as the activity

Pcraonnl Knowledge experience
and out of school interests can be
applied to many situations.

" % - 4th Grade: School
__ Classroom

LY

&«

] Uses pagsing out papera,
uharpening pencils, carrying .
megssages to.the office, and . .
other teacher-directed physical -
activities as rewards; self-
initiated motor activity is
punished~ ) A ,

2., Compliance with normative
standards of behavior is a pre-
requisite to participation
in learning activitica.

3. Most forms of collaboration

' come under the heading of

"cheating". B

4. Evaluation 1is ;1ndiriéual.

‘5. Great emphasis is placed on

group decorum.’

6. A narrow range of recognizes
learning activities exist.

-

7. Teacher-centered.

L]

8. The intended outcomes of activities

are explicit from the outset.

L]

" -9, Out of school.anwledge'hnd

interests can be used only if
they can be expresgsed in terms
" valued by the school ,
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all children, however, classroom discipline serves as the basic. source of , .

information. It is primarily in the context of playing around during work- - o

time that student peer groupings can be’ observed to contribute to the .

establishment of productivity standards among their ‘members -~ in the direction
"< of "restriction of output”. Peer group play activity during work-time often

does serve as a competitive alternative to working. However, student _ ~,J<-\

susceptibility to-these influencés does vary - and veries 'in relation-to the - ‘\
, atrength.of network affiliations - and the modes of cooperation and conflict \
. learned in the peer group. Our study of Derrick shows how one. particular '

student' in finding a balance between personal and social interests and ciass-

_,_/
s

room " rules creates a school career that provides differential learning opportunitiesk.l

when compared to his more rule—following peers.’
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FAMILIES, SCHOOLS AyD CHILDREN: THE HOME COMMUNICATIVE ENVIRONMENT STUDY

Jenny CookrGumperz - Uniyersity of California, Berkeley

General Introduction

The work reported on“here was conducted through two different studies using
two different methodologies. '

Study one was an interview based study of the, mothers perception of her child,
how the mother saw her child as a school student and a report on the pattern of
activities that provided a family communicative environment and support for the
school going child. ' ‘ N

Study two was an ethnogrephic study of family conwersation with.the target school
child in 8 naturalistic home context. This study necessarily had on1y a few
cases and is reported in the following paper.’ The focus of the analysis of
conversations is on comparison of the home-school environment.

Much of the work on the family and the school has looked at the relation-
ships between these two organized groups in a very generalized form as of that
between two institutions that are the ma n qocializing agencies of the %gciety.
This relationship has usually been desc: ibed or evaluated in terms of the amount
of blame or responsibility that can be attached to either agency for the short-~

-icomings of the -end product. . the school child and, more particularly, the
school 1eaving child. While it 1s certainly true that the “home/family and
the school are the main: agencies of socialization, they both exist in an actual
social space which,ia -far more complicated and which carries some of the burden of
"reaponsibility. ‘Schools’ within communities and educational.systems,»families,__~*;ﬂ;__
- within neighborhoods and "communities and within wider networks of extended families '
and friends. Schools - and.families both are definable and define themselves
in relation to this wider series of attachments to the society of . which they
are agents and, given this, their self—definitions are essentially unequal.
For the school is.a very clearly definable entity, both socially and ecolog-
- 1cally, existing in a universally .specified set: of physical spaces, buildings
and relationships. Families however are much.more varied in their composition
and in their location in social contexts. ' . @
While there are pathways of contact between homes and schools provided by

the institutional organization of the ‘school within the community, the main_

contact between the home—family and thezsfhool is ‘the school going child.
The. child acts as a go—between, a messenger: between the two agenciea, perhaps

"even between the two worlds or cultures of home and school. Many children who -
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come from cultures of backgrounds in any of several ways different from the
school majority often become very conscious of their role as cultural go-between's. They

are aware that they must translate the sehool's Yequirements of them or any demands

.or requests made of the family into terms acceptable to their parents and family.

They ‘also become aware that they must present their'family to the school and their

-classmates, in ways that are acceptable; and that often means normativeiy cor- R

rected (e.g. Daddy works and Mummy stays at home and\bakes and cleans, even if
that is not the case or that the roles are reversed). Very early in their life

career in school some children learn how to achieve impression management between

" these two very particular settings - school/classroom and home/family. Children

" ship of - families;-children:and schools from two. perspectives.

‘also know-ds part of their ve}y tangible social knowledge that these two settings
make very particular demands on them‘which differ. How the child sees his/her
family is very much a part of how the family'defines itself. This.seifwdefinition
although likely to be,mediated to the child by the mother is created from the
families interaction with its network of relationships - both its sccial and
occupational engagement with.the world outside

It is these issues that we explore in.the interview dtudy with mOthers
of the first grade children Our concern focuses on the issue that the interaction
of these two groups of family and school as agencies for the socialization of
children is the interaction of two groups of unequal power, meeting as if in

equilibrium; equally concerned with the task of socializing the children who pass
between them. However, this equilibrium is not always either maintained -or ’
iealized on the part of the:families and schools.

o The family studies made in this research have explored the triple relation-

one: the social relationships both within and between families that form the -
social network for the family of which the school going child is a part. This
network provides the social context for the discourse experience of the child.
twe: the communicative conventions that developdwithin any particular family and
the communicative experience these provide for the child particularly in comparison
with school discourse experience. A ‘ :

- We begin with the exploration of the netw°rk of relationships which provide
the essential social context for the child's discourse communication experience
at home. The child's communicative ynderstanding and social identity that he/she
brings to school is formed by interaction with family members and by the way in
which the family (parents/other” adults and siblings) mediate the other possible
soéial relationships of kin, friends and-acquaintances to the child. The
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occasiona in social 1life of a family and certain explicit socializing events

ps

have already provided the experiences through which the school child has learnt

to spesk and to use language ‘to generate all kinds of social interactions. There-
fore in order to develop apmy theoretical view-at the ways in which home and school
discourse,are comparable or different it is necessary to ground“that inquiry in
some understanding of the social contexts for talk and-communication available

in fanilies. There has been ir. the recent literature on child discourse very

" 1little explicit consideration of the role of the family and its social relationships

in the development of discourse in children beyond the rélationshipnof very early .
speech develppment. (an exception to this-is the theories of Basil Bernmstein
developed in the 1960's; Bernstein 1971, 1974, Cook-Gumperz 1973; Gegan 1979)

Such a wider examination of the role of the family and its relational patterning

in the discourse development of children i3 necessary for a theory of language

socialization which goes beyond the early and limited stages of the initial
acquisition of speech (for;critique, see Blount; Raview of the development
of communication Am Anthropologist’1980)

Research in Families- >

First a review of the possible ways of looking at the family in relation
to education. Recent studies concerned'withﬁthe families contemporary educational!
al role have'suggested that the family as a social group is.not only hard to de-
fine, making policyAdecisions”affectiné families ‘difficult, but it is also
elusive. Hope Leichter states in the.Family as Educator '"the more you look for
the Eamily the more it isn't there "(1978). So that while the family has been
recognized as providing an important learning environment for the pre—school :
have often seen the familypas merely providing either a positive or negative
sdpport for school learning opportunities. Reasoning for this view of the family
sees it as providing secondary, or 4n informaljlearning situation for the child as
opposed to the_formal learning environment of the school. Families are seen
as providing idiosyncratic learning environments of only residual importance
compared with the structured learning contexts of the school The preparation

of children for economic roles in society has been taken over by the organized

'institutions for the transmission of skills and evaluation of performance that

are especially created to meet these specific societal needs. The development,

‘of the theory of the nuclear family, of which Leichter's comment is intended

as criticism suggested that modern industrial societies reduce the influence of the
family in the processes of the maturation of children and also reduce the relation-
al network of the family itself, to the immediate nuclear 8rouping of one genera-
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tion of parents and children. This reduced group was functional for the social

2

.and geographic.mobility of contemporary society.’ (Smelser and Halpern,.1978)

Hawever, recently this theoretical view has been questioned. While this view
has had wide spread influence in social and educational thinking in the 1960°'s
this truncated view of the families influence has never been in accord with

much of the findings from the research that has seen the family as part of a

- social comnunity;'as in the studies of the continuing influence of the fanily

over the life cycle of its members. From such a perspective,the opportunitiee o
that -different families can provide for their memhers is one-continuing factor

in thet: class and economic position. (Bell 1968, Wilmot and'Young 1963, 1973)
Added to this socio-economic influence,we are now more aware of the continual
social influence of the family as a mediator of the outside world and the
community to the child,through,a continuing period of ‘childhood. Récent histor—
ical research in the relation of families to community has explored the nature of
a families'edhcation and _scnoolingigoals for thefr children .(Kaestle and )
Vinavokis 1978) finding that where a family views itself as part of the local
community,choices of schooling are related to clearly defined future goals for
children as adults. . ' | .

It is therefore important to look at learninz of discourse skills and langu~
age experiences gained in the family that continue to shape the child's social
understanding—through most of the school years with few exceptions; one such
exception would be the socialization process provided by comprehensive institutions
such as boarding schools. Children bring to their early years ‘4n school a commun-
icatively developed identity. It is in these early years where the clash between

home and school practices are seen as of particular importance. ' -
An initial problem is how to gain access to the family communicative envyi-

ronment, if the faﬁllﬁ"is an elusive and hard to defime unit. —We suggest that we
can best begin by understanding the familiea own definition of itself, _Within
the research context the family has often been ;egarded as synonomous with the
demographers concept of a household. But ‘in terms of the commmnicative experi-
ence-and 1anguage socialization potential of the family, it is only by understanding

particular families own awareness of themselves as a -social group and their rela~

' tionships to other groups, that we can begin to explain how different communicative

venvironments and conventiona exist. This approach to the family is useful for

several reasons: ‘

1) families are changing.environments with different life cycle requirements.--
relational balance becomes renegotiated over the life cycle (changes of age
or of relationships e.g. divorce)

2)‘ families have a changing relationship to the social world outside such as
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changes of employment-status,aeconomic factors and geographic changes.

3) families have a socio-political identity as a household'of which they
are aware-but how thig identity~is fulfilled must be negotiated in rela-~
tion:to,other families and other practices of the individual family, as
the achievement of the normative ideal. '

Central to this concept of the family as a self-definingg;nit is. the family

ag a social group which has an internal network of relationships and is part of
a wider social network. The family as a social network was a concgpt developed
by Elizabeth Bott: Crhe Family as the Social Network 1957) in a study both of the
patterning of parent-conjugal roles and the parents conception of _their family
‘as a normal or typically functioning family unit. The conception of a network
of relationships referred-both to the balence of responsibilities and perceived
duties of the two adultsmembers and their dual relationships to their kin and/or
their neighbors and friends;‘these networks of kin/friends were categorized as
cloge-knit or loose-knit. ) . -

It has more recently been pointed out that the concept of a netwerk of _
relationships made up of kin, friends, neighbors and associates,whileaprovidfng
some of the reasoning fornwhat'happens inside the family in terms of the support
system provided for conjugal adults does not allow for the differences in support
that ean be given by the diffe >nt ‘components of the network (Barmes 1967, Noble
1976) The idea of a network of ‘relationships that provides a seperate support
system for the family and .a mitror for its self-identity must be considered
‘also in_ terms of the differences in contemporary society between friends, work
asgsociates; close family members and extended kin ‘and the strengthening or
loosening of these: varied ties by geographic or social proximity. Also the E
relationship within families between the members and their own different

- 1inks t6 others may form a series of networks. Bott's original network idea -

was to treat conjugal pairs as a single unit whose relationship to self and

others formed the central core whi¢h shaped the family itself and its rela-

. tionships. .The recent work whether critical or supportive of Bott's thesis
suggests that .the relationship of members cannot be specified in terms of

only the outside network. This work serves. to highlight the importance of

giving gserious consideration to the basic conception of the families defining '
themselves in relation to their internal interaction and the way in which

families evaluate their practices as-a respOnse to the world outside of the -

family and to their social network. This idea of social network 1is centrally
important for looking at the'patterns of commynication which develop and maintain :
themselves in families. | |
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Apart from exploring the families existence and identity in the social world
we also need to find a way of conceptualizing the language communicative
experience that occurs between family members. ’ ’

The family as a unit can be ‘seen as having a communicative economy

hd

‘(Bymes 1968) that is,an allocation of scarce resources within the family domaim:
time, space and psychic energy can all be . seen as essentially but potentially
. scarce resources within the family and which are distributed differnntially.
Decisions about the allocati°ncu:distribution of both space and time reflect the
ordering of the families roles; this distribution also reflexively creates this .
order by means of the talk and communication necessary to carry out ‘the de-
cisions and reinforce the distributive schemes. Such a view is central to our
theoretical concern with the generation of social order through language. In
order to underetand the communicative economy of the family\we must explore the
family mepher's views of the distribution of resources at the .most practical level
of dail§ life;_the’routines and deviations from these that make up £amily—events, the
uses of space ardviews about the lifespace of the family‘members. This ‘will be
a topic area for our study. '

Such an approach to understanding relationships between members of a
'family group will allow us to sSee how communicative patterns can\develop and
how the regulative framework that the relationship of members of the family
. provide for the development of specifiec discourse skills.- That is,we.are -

looking for a way of-assessing actual families as social umits and as environ—

ments for langgage socialization. By focusing on the social network both'éupport—

ing and influencing the family and their communicative ‘economy (distribution

of resources within the family)we can hopefully differentiate between communi- i
cative patterns and conventions that exist and provide a possible predicative
basis for linking children's experience of the fauily communicative situations

to that of the school and to other learning experiences. ‘ .
' " The next question is how can this theoretically outlined program be

carried out? The purpose of the studies reported on here, were to provide
 some¢ basic information within the two areas theoretically outlined above for the
families of children in the first grade classroom. Our ultimgte goal was a

better understanding of the nature of the communicative environment provided by the
home context and as ° a basis -for understanding- the socio-communicative identity -
‘these children bring to the school. As we have- described in the previous section
- of the report, misunderstanding based upon’different inferential processes and

situated interpretations of intent within the talle are-a- daily part of communication.

209
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‘However, if these misunderstandings are a regular part of interaction discourse
hetween teacher and studentf they can become categorized as‘carrying definahle

~social intent. The strategies of remedial communication are severely 1limited -

where home discourse patterns differ radically from those of the school. But another

essential component is the home supported communicative identity of the interactants.

How miscommunication-remedial strategies and other conversational strategies are
used will depend to .a large extent upon the interactants previous experience
outside of school, as well as upon the conunicative patterns developed in
classrooms Before we can explore in detail some specific strategies, we need

“to get some idea of the social—communicative environment for most of the children
in the class and to develop aimore-general idea of the way in which family prac-
tices provide a broader‘social-communicative environment for,specific discourse
skills to be learnt. We decided to explore the general area of family networks,”‘
those of the mother/parents and children and the relationship of these networks

to the communicative desicions made in the family by the mother chrough an inter- .

view with each mother of a first grade student. This research strategy seemed

best suited to the resougces available, to gain a general view of the families

communicative patterns. ; _ I

Study 1. The Commnnicative Economy of The Home and Family

i Our ethnographic work in the classroom showed us the importance of using both
work at home and at school in any study of children's school performances. In
the early grades the transition from home to school is a consistently introduced
part of the school day and the classroom curriculum. Such events aa newstime/
sharing, personal objects brought from home,(clothes.and clotheslstyle, children's
personal diaries) all bring the home events into the school day and into use __.
in'the classroom curriculum. Teacher's perception.of ‘the children's family and

_the knowledge many teachers have of other* childrer from the same family all
become a part of the child's school identity along with shaping the ‘teacher's.
perception of children s' classroom actions and the reasoning/explanations that

-teacher s use in thelr evaluation of children's performance. ¢(Mehar et al, 1580) .

. We are approaching this problem of the child's school identity from an opposite
viewpoint in asgking what shapés the mothe 's perception of her child, ‘the school

' classroom activities and the child's growing identity as a school child. How
does the mother see her child ln relation to both family and school?-How does

she see her family as a social group which contains one or more school children

with needs that change in relation to the group?

4'\\
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Methods

We dev:‘oped through pilotlnterviews a questionairre which was used as,

_‘a framework for an interview between the mother and a researcher.. The inter-
» @ A

view was conducted as much as possible as a conversational interchange and,

although -the interviewer stayed as close as possible,toxthe.ordef of the

questions, they were ehcouragedhto follow-a topic 1if itxdeveloped spontaneously

rather than adhere rigidly to»the'questionhordering. The individual question format was
kept. ~ Experience with the pilot interview showed us that it was necessary in

the interview to establish the school child as the focus of concern and not

the mother herslf or her practices of child-rearing._ Pilot interviews with

black mothers showed us that only by focusing on the child .and school relateﬁ

topics at firat could we gain any.co-operation.~ The ordering of the questions.

was changed for black mothers interviews from those’ originally set up.

Our questions were developed around the theme of the first‘grade child's

‘\life outside of school and, as researchers, our interest in learning a little

more about the children's out. of school life. The researchers were very willing

.to talk. about their observations of the subject child in school (of course,

positively) and so to, in. a _sense, trade observations and information with the
mothers who do not see théir. child‘in\a context with strangers. Our interest

in the mother’s views of school were asked for, but -our. concerns with the mother 8

- family relationships and support network were only raised as incidental issues

T

to the main theme. A similar child focused approach with a much longer but S
equally open and relaxed question/interview session is reported in John and Elizabeth
Newson (1977: "The Seven Year 01d child and The School.") - The question set

covered a range of specific topies in what we found to be a 'belt—fit'_

* natural conversational order.’ The investigative dimensions underlying the

questions provides a set of issues to which we can relate the discussions of
the mothers and researchers;the order of. the questions formed did not relate
to the underlying thematic dimensions but to the conversational order.

The interview was coded from the tape-recordings‘using a series of topic .
groupings and specific questions by three coders: who estahlished their re-
liability of independent coding. The topic grOupings reflected the dimensions
of interest on which the questions were based and which formed themes for the
interviewing. Due to the very small sample size (14) our findings will be

reported as a narrative account with some questions sumarized numerically, as

indicators of the trends in this small data set. Such a data set must necessarily

be regarded as hypothesis gemerating. Our.findings provide explanations relating .

v
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to the ifmediate ethnography. Any wider explanations must necessarily be

" limited to a hypothesis-generating use of these findings.

.We discuss the findings in relation to each dimension/topic area and .

begin-by focusing on the mother's perception of the child's relations to. the

" school; and then go on to look at ‘differing ways mothers see their children's
socialiattachments, responsibilities and friendships, and, in short, the child's
life world. The discussion is in general terms referring to the black, lower-
class mothers and white, middle classvmothers as groups and only-commenting

on any specilal cases. (Given the very small numerical counts, these are included _
in an appendix )

(Dimension six; Ghildren dnd.:the school from the wotherds perspecéive

(Dimension one and five) Children's position and role in the family

(Dimension four) Children' s friendship network. 7

(Dimension two} The mother's social network

(Dimension three, The family and the outside world from the mother s point of view

Our aim in analysis and discussion of this material is to give an overall

imprenision of some of the main criteria that influence  the communicative econpmy

. of the home, in terms of the relaticnships and’ resources which families .have at- their
disposal, .. - , ., TRl ‘ »
.Children in relation to’ the School: . It has been suggested'in a study of gchool-home‘w
Sarah Lightfoot (1978) that. this relationship is considerably affected by the

fact that both mother and primary school teachers as women are required to

"take major responsibility for the socialization of children jato values and
attitudes which they themselves are mostly powerless to effect or change.

Lightfoot suggests that such a position of powerlessness makes them both- =~ - : ¢
competitive and unsure in their relations to each.other 8 roles in child-social— |
ization. Both upwardly ‘mobile and many middle class mothers are likely to ex—

press thelr anxiety to the school, and their concern about the teacher's

"-effectiveness, lower class mothers are likely to be less responsive to the
school, but nonetheless anxious at the relationship.

\\r findings seem to bear out Lightfoot s suggestions in. ‘that the middle
class mothe while expressing support for the teachers with such comments as
"they do a :irbe ous job in difficult circumstances", would go to the teacher and,

. 1f necessary,to th school principal if their child had a problem. Lower class
‘mother's often exp:esse concern or even resentment ‘at .the school situation in ‘
relation to their child. In particular, one mother whose child had been retained -
for two years in first .grade finally decided to mgve the child to another school- B
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because she felt this treatment was wrong. However, none said they would 3o
. to see the teacher or any one else at the school. .
Concern over the child's journey to and from school focused on the child's
psychological as well as physical transition. The middle class mother's most |
anxious about school, also felt concern over this. transition. These mothers
(there were three) also felt themselves to-be:more limited 4n their own family
and friendship network and so perhaps less secure. The secure middle class
mothers, some of whom at this stage into the child's school carcer saw family/
friends as of equal or more importance in the child's 1ife space <han school,

expressed no such concern.
Given thege findings our main interest is in the quest*On of how the

mothers would monitor school problems with her child? 1Imn what discourse occasions
-would talk ahout achool arise, and how would these be developed? Our general view
was that for the middle class mother, talk about school would be occasioned and
indirect. However, the mother would probe and try to talk about "what happens

at school" if she was concerned. She would check with the teacher and inter-

vene if some change was considered necessary. - Middle class mothers are often
openly supportive of individual teachers even if critical of the school ‘These
mothers while they take a non-reactive, or positive attitude in talking with

their children about the teacher/school they are likely to’act independently of
the child's report if they are concerned. Again for the middln class -child

the model seems to be that of the child's environment being stage managed by the mother.'

Lower class mothers talk abont school in ways that are either more openly
supportive or more openly negative.  These mothers are moreilikely to be
reactive to concerns about school/teacher/class at-home in'ways that are
‘m'supportive of the school/teacher authority but they are less likely to act on
" their child's reports. School is another area, like the peer group, where
‘the child gets communicative feedback but little direct action from the parent. -

Dimensiona one and five provide us with two different views of some rather
similar concerns with the child's life worlds. In dimension 0ne, we explicitly
explore the child's role and position in the family firstly in terms of how
much responsibility is given to and expected of the child; secondly, in terms
of whether this position is seen by the mother as being supported by. any practical )
v arrangnments of time and activities given to the child. This aspect of the life
space of the child is explored in greater detail in dimension flve where the
kinds of activities arranged for or by the school going child are discussed with
the mother. The amount of time the child is inyolVed.with.the mother or other
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family members in activities especially holiday actiyities IS
‘also explored. -These concerns of responsibility and the organization of free
and out~of school tine maximally'divide black and white mothers; in that there
are two very different views of the child. The white middle class mothers are
concerried that their child's time is profitably filled with activities, Dis—
_cussions of the scheduling of the child's after‘school and out-of school days
.gan be very detailed. ' A large part of the mother's responsibility for the
" child's 'home education' is concerned vith aupervizing what she sees as mean-
ingful out of school activities. The child is giyen a sphere of operation
often clearly defined as their own, at the same time this sphere is under the
surveillance of the mother. The child's relationship to the values and objectives
of - the family 15 -very. muech that of an apprentice; Wwhile at.the same time few
of the mothers really suggested that the child was given any regular chores
or responsibilitie8~*4The child is however given a defined child s sphere of
activities, of play and of social and physical space in which "to be a child".

For black lower class children, social space and physical is likely to Pe
outside the home and so to be outside of the jurisdiction of the mother. The
child is more likely, and at an early'age, to be seen as a collaborative partner
in household chores and in responsibilities for younger siblings. The child's
other act.vitiee are more likely to be ‘detérmined by the child, and the peer/
child world to be defined as ‘the child's own business. However, there are sex
differences in these matters, girls being more ‘supervized than boys in their -
social-play activity, ani more household co-operation expected from girls. '{
Exceptions to this pattern for lower class families .are where there is a concern o
for social mobility so that more conscious efforts are made to keep children
.within the home and under surveillance; or where there is a strong committment '
to a set of values such as a religious group which keeps children within the
family and involved in family-church affairs ‘pulling the family into a closely-
knit network of other friends. , e

The questions about holidays, both ‘short holidays and long summer vacations,v
had great difference presumably directly related to soclo-economic choices. The
question was always seen by middle class mothers ‘in terms of differentiated
activites or long-term plans' by lower claas in terms of day" trips and occasional
. famtly. activities._ For the lower class child school takes up a large part of the

" lifespace in terms of the activites it promotes; for the middle class child 1t
has a much lesser importance. For the middle class child in these early grades,
life within the family sphere and witHin the home context 1is still of pre—eminent
importance.
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‘promote their child 8 s0cial—friendshipsé by encouraging friends who had left

~‘the area to come and stay by arranging events. B o S Ny -

o2,

The major difference between middle and lower class children seems to be the
amount of plarning and planned/scheduled time slots that are used to divide their days.
Literature from the 1950's and 1960's on child socialization stressed the social
class differences in 'deferred gratification' and time orientation. ( Klein 1965)
While the psychological theory that generated the idea of 'deferred gratification'
may be rejected as a satisfactorxy descripfton of the child's life, the planning
ahead and segmentation of the day into geparate activity areas (classes, visits,
activity) is an important phenomenon. The niddle class child learns to make '
and keep to planned actions within time slots'-a very significant feature of

school 1life which has a parallel out of school. However such a planned

schedule for a 6-7 year old, is adult-maintained and supervis ed. Freedom to inter-
act with others independently within their oyn time span is a part of lower

class children's .1ives not often given to middle class children until they

reach adolescence.- The lower class child learms to organize and fill their

own day’s activities with less direct adult intervention.

In dimension four we explicitly explored the child's social netWork from
the mother's perspective. In one of the questions, wé wanted to know if the mother
saw her influence and actions as important in this area of thé child's life;
and if the child's friends were seen as in some way an extension -of the exper-

iences the mother wanted for the child. Children' 8 friendships can be seen as promoting

: experiences and values vhici .the mother/parent want. their children to have. (J..& E.

Newson, 1977) There was a large difference between black and white mothers on these

two questions, whether .they knew the names of their child' s best friends and

‘whether these friends were neighborhood friends or not. For the white middle

class mothers, friends were known by name - they Were likely to be separate ;'v
school and home/family friends and not necessarily made by the. child in the’ ..
neighborhood. The picture given was of the selection of friends, from several
different areas of the child's and the family's 1life and of the maintenance of

friendship ties, even if friends moved away from the area. The'mother evaluated N

the child’'s friends in terms of guidelines she would like to see in her childs:,
honesty, sincerity, cheerfulness, creativeness were some of the most frequently

mentioned. ‘The mother®s clearly put a great deal of importance on ‘helping to

-~ Lo

' For black motheﬁ.hbtheir children's friendships ‘were neighborhood based. '}~<- ".ﬂﬁ
Many did not know the names of their- -child's best friends and they clearly S&W’Child
friendships as an area of autonomy. Where the white middle class mothers’ ' B
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were particularly p’ leaged if their own friends.had children who played or:.were
friendly with their children, several of the black lower class mothers saw
_their own friendship network as quite separate from those of their children.
To summarize, we can see a big difference between the middle class conception
of friendships as an intrinsic part of the family social environment, promoted
and_supported by the mother and even sometimes overlapping with the mother's
/ autoncmy for the child; or one where siblings may be jointly involved with the
same friends. Several black mothers indicated that for them the sibling and
family/kin cousinage linkage wag more important ds a source of social life for
their children, than friends who were not in any. way involvéd with family concerns.
The reports of children at sharing time bear out these differences.

Dimension two deals with ‘the mother s perception’ of her own network. We
expected to find e variety of responses to those questions that elicited infor-
mation about the fsmily,'its position with regard to other friends and to the

v family of origin. A network for the mother can vary not only in terms of its
composition and density, but also in terms of its intensity. So that, for example,
a person may not see their family of origin very frequently but may feel a

close’ tie which is strongly reinforced by both distant communication, and
regular if infrequent special meetings especially at ritual ceremonial occasions,.
.(such as Christmas) so that’ intensitx replaces density (frequency) of contacts and
'overlapping contacts but still provides a strong orientatiOn of iaterest and

_'support for the family. Our concern with these issues were expressed particularly
in questions as to whether her family lived in the area or whether special friends
took their place. )

A network can' also vary in composition where family ties are not strong or

* are not available (because of distance) so that the friendship connection may _
supply .a similar support orientation as a substitute for kin reiatioms, as well as :

',providing greater density of contact. For example, a group of three or four mothers o'}j

" who met when their_children were in the same 2 year old nursery group msy -
'continue contact outside of play group occasions, so. providing a small iut dense
and very supportive network. One of the mothers intervieWed referred to
such an experience as "the park society" of mothers who met regularly at a

local play area, and then continued this relationship outside/of these occasions.
A central question in this area was 2d. "If you had to 8o away, who would look
after your child’" The questions which make up this dimension give us a view

of the origins of the mother's network which can be neralized from several
sources; personal friends, new and old, parents of the child's. friends or close —
family and other kin relations. Studies of contemporary kin relationships suggest >
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that & feature of modern middle’ class kin relations ia ita selectivity. Péople .
are sociable with their kin only if these relatiohships\are~supported by common |
interests. (Firth, Hubért,onrge l970). The queations in this topic area give
ua'some ridea ,of how.mother's see their'own network as being a major part of the \
whole family life, or as differentiated from it. On this issue mother's varigd
in their comments considerably as to whether family or child concerns were the
“linking factor” 'in their network that is friendéhips-acquaintances were through
-child oriented contacts or were part of adult.oriented interests. . One. of the
factora which influenced this (for white-middle class mothers) was divorce
(2 cases out of 14) where the mother waa not constantly her child s support but
shared support with the father: Here the mother's friends were not linked.
through family contacts but through the mother herself.’ Another linking factor
to friendships might be the children themselves but some of the mother s saw.
the move away from ‘this basis for friendship Iinkage as one of the big chances
that entry into full time sct 1 brought into the ‘mother's life. Several. mothers
triad to keép the pre—schoo '*acts of mothers and children, or the pre-school
friendship circle—open, but « a1 to the ingﬁrviewer that they were all moving
' Host‘nf the Hhite middle class mothers saw-friendship as existing either
through_the parents offtheir child's friends or saw the chi1d/family orientation
as being\the most important -and common feature of their contemporary friendshipa,.‘
with the, exception of certain‘"old" friends from their pre-marriage or .pre-child
days. Mglt saw the two netgprks of-family-kin as separate from their friendship _
netwoek, One mother made the distinction qui:e cléarly in response to the
L question about short holidays, such ‘as Thanksgiving and Christmas Thanksgiving
' ;vas for friends - the group of families who had once been neighbors still met for
_a shared Thanksgiving Christmas was for the family—kin. And though it might
not be’ carried out so:expliéitly by the other mothers, for all the middie class
mg;hers, the division betwreen friends and kin remained fairly distinct in their .
patterns of sociability. This division of interest and attention in patterns

‘.

of. sociability was one of the clearest differences as far as the interviewer
vp could uncover, between lower class black and middle class white mothers.' The..
,black mothgrs saw their friendships as nore separate from comnittment to children
" and yet sav their kin in many cases more as oersonal friends—siaters— +
"~ ousins ~ mothers were more likely to form a supportive social network into

¢




which their adult friendships also played a part. (see Stack 1975) These
friendships centered on“the mother's soclability needs not those of the
childrens; although the children were included in social occasions. One
mother commented in answer to a question about special occasions "I expect
wy children to behave when I have friends over, but I want my+children to
be here with my friends".

" The purpose of dimension three was fo develop a view of the mothers per-

- ception of the family position in regard to it 1inkages into a wider social

. framework - into job relatioms, assumptions of ideological communality with
'-others through religion and “other commitments that the family/mothers might
- make. Many of these ‘questions. ‘were asked. indirectly - particularly the question

of reiigion which '41f important to the family was always mentioned somewhere

in the interview by the mnthers quite spontaneously - but we also, after piloting

with both black and white mothers decided to ask a question about special family
festivals - (Thanksgiving, Christmas, etc)- which were occsions for further
comments. We asked about jobs / occupations directly but ansvers were . as. expected
often evasive. This dimension confirmed that there was 2 difference’ in the

mothers views if.a strong value orientation such as religious beliefs existed which
gave the family a close-knit network of associates and support;’ this was similar

'across both black and white families.

Conclusion

- From ouﬂ[findings in study one, we gain an idea of the workings of the
home ds a communicative environment. The situation in which the child's
discourse skills develop is provided by the social network and communicative‘
economy of the family.‘ Briefly, we can give a summary picture of the effects of
our findings of the mother s views of ‘her child's school, friendships, position

in the family and the mother's ‘own social netWork, on the. discourse occasions

, available for children in the home.

The middle class child is in a home situation where adults accommodate
to the discourse needs of children, and so learn both to collaborate with and to
follow an adult lead. The lower class chiid learns to compete for the floor, .
for attention and. turns at talk with peers, and to some extent with adults who
do ndét accomodate as readily ‘to children. Adults expect the child to share

talk cccasions or to watch and attend to adult-talk and banter. The 1ower classnf

. child is used- to some aldocated responsibility in the home, and an autonomy out—-
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side of the home in their own peer-child sphere. The middle class child has a
specially arranged autonomy inside the home- a world set-up by adults often with a
specially defined territory which to some extent symbolizes the child's role. Qut-
side of the home the child has responsibility for behaying as a "family repre-
aentative" that is with values that are shared by the family #Aad-with behavior
that may exercise more self-control than the child needs to show at home.

What effects do these differences in the child's life-world have on the
children's language and discourse strates.“’-;‘ss? And what influsnces will these
have on the children's classroom behavior. We suggest (and we will discuss this
further in the concluding section of this report) that all the strategies involved
'with boundary maintenance both of the relationship bBetween self and others and

in the maintenance of social space will differ. Both of these boundaries, but
particularly that of social space and territory are important in relationships
between students and these will be differently defined and verbally monitored. A
These differences will be manifested in much of the language of helping, requesting and °
sharing, all areas where the amount of time energy and other resources given to
the other person must either be verbally defined or negotiated. ‘This will also in-
fluence the authority relationship and recognitivn of rights of speaking between
‘the adults in the school class and the children. Differences in what is to be
. - taken as good, lively or appropriate speech are likely. Examples of these differ-
ent assesments are in the ethnographic report of the 1lrst grade and in. the paper
on a case stud}; of Derrick by J. Schafer. For examlale,b lower class children
speak up or add counnents to adult monologues and so are seen as impertinent;
- ‘middle class children wait for the adult lead then add or extropolate on the teacher '8
' words, so are seen as co-operative. ) e '
This understanding even at the level of misinterpretation of a single statement ,
such as a "help me" request by a black lower class child,measilrarfse. Michaels
——f—(,1981)—ha8'rep' “tem children were given a task to do ‘they called
to her "Sarah help me please" which she took as an inability to do the tagk. At
a suggestion from the teacher she refused help, whereupon the children easily :
did the task. She realized that in this context the "help me" was not a plea for
aid but a strategy to get her to Join them in a collaborative vork group, rather A
‘ than each individual working separately at their desks doing the. task separately.
Such misunderstandings can naturally arise unless we can understand more about
the commnicative environment in which children learn to talk and interact -

before they come to school.

L



QUESTIONNAIRE.

Introductorzglead:in: We want to hnow what.. : 's 1ife outside of "school
is.like. I was in school with him/her all last &ear andVI got to see sll
.the stuff they did in the classroom; on the plsyground even in the lnneh-
room, but I don't really know what a kid of 6 or 7 does after school or

when school is out.

1. a. What kinds of things does ' do afts school?
b. How does s/he get home from school’

c. Does __ come right home after school or can s/he stop along

_ the way, at a friend's or at a park?
d. Do you have spncific rules about coming straight home?

& what would s/he do if nobody was home?

2. a. Who are 's best friends? Are these basically school friends
or kids in the neighborhood or children of your friends, etc.?

b: How well do you know the parents’ of his/her best friends? If friends,
how did you get to be friends’ ' '

.e. (4) Does ' stay overnight with friends or have friends stay
—_— over? About how often’ (11) Does s/he ever stay overnight with
relatives? '

d. If you (refers to mother only) had - to go away for a couple of days,
who would you 1ike .- to stay with? Has this ever happened?

e. Have jou ever not like one of 's friends? Why? Did you
v -'ever try to discourage his/her friendship with this kid’ If not, '
would you ever. conceivably’ What kinds of things are important to

you about. - 's friends’

f. If " had'a fight with. one of his/her friends, what_would

you - do? (e. 8-> Would you talk to the friend 8 parents, etc.?) Has.
ro- -

th13~ever happened’ Hhat did you do? . ’ . o
. | ,
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g. What would you do if __ B bhad a friend over and that child did
' gomething pretty bad, like kicked : for no good reasdn,
~or wrote on the walls or something? uas this ever happened? What
did you do? ' |

h.. Where does usually play with his friends? (Indoors or outside?
In his bedroom, or playroom, etc.?) (i) Do.you usually know what
they're up to, or (i) are they off and abour. by themselves° (Reﬁerse
i and ii for black families.)

—

. a. What other things does N do around the house besidés play
~ with friends? '

b. Does s/he have chores or other jobs to do’ (eag . babysitting for -

~ younger sister or brother)

; c.'Are there any special rules in the house? - Things that you don t like
. to do? (What are theSe rules and how do they work out?)
What would happen if one of theSe rules got broken?

d. Are there any things that you would discipline ( for? Has
this ever happened? What did you do?

.

L

. a. %i) What about your family and Youf husband's family? Do they 1ive
- in this area? Do you se%)them often? Where do you usually see them?
(ii) If your family doesn't 1ive in this area, do you have a few

ﬁriends who you feel especially blose to, sort of 1like family’

b.;ﬂo most of your very best friends know each other? How did you

meet most of them? " T o : e el e b

c. What about your own friends, do any of them have children around
' 's age? Do they ever bring their kids along when they
v%sit }pu? j '
DOes ]

have godparents? Are they friends or‘relétivgs of
yours? ‘ . - ' R

1
]
|-
L
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5. a. What usually happens on L 's birthday? (mainly child's

friends or also adults, relatives, etc.) o : . : *”””wﬂf

J .

b. What do you do on big holidays like the 4th of July, Thanksgiving, ete.?
- Do you usually spend it with friends or family? What kinds of things

do you do?

c. What kinds of things does do over gummer vacation?

6. a. One more thing about achool. Does come home £rom school
and tell you about the things s/he does at school? Things s/he
1likes? Things s/he doesn't like? .

b. Does _ " ever say s/he doesn't want to go to school today?

- What would (or did) you say to this?

c. What would you doJif ' was having trouble with a certain
subject or with his/her teacher? Or doing his/her homework?

e
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The Coding Frame

1) Mother's viev of the child's position in family ..

. a) (2h) Special ‘,s'pace. for play? . Yes No
] b) (3b) Chores, jobs? ' - Ycs . No

¢) (3a) What other things does.....
' coment:s from 3a

d) (34) Special rules in the house? Yes No
(3¢c) (comments, if brokem) = = Rl

e) (3d) Discipline - - Definite Not

' P (coment:s, if interesting) - -Strategies - o

2) - Mother's view of heir network of ;elationsmﬂ.

_a) (4a) Family in ixeighb?rhood area? . . Yes ~ No
b) ' How oft:ep visited? »(comnent:).
i:f (4b) Friends iix neighborhood - o ~ Yes - No ..

- (family substitute?)

©

d) (5b) How wide a network of famil}' . Extend  Not
‘ described? ‘ ’ '
e) () If you had to go away, who . family - Not
stay with? (comnent:s) member e
f) (2b) . How vell know parents _of Yes- - No
- child's friends? | o
if yes...
Close or not? . '~ . Close  Not
. g) (4c) Her friends and their children -  Yes No
. do they form a network for her ) o :
family e . s : "

3) Mother's view of family in relation to wider social ordering

a)h - Work _ o . . husband!s
: ' wife's
b) Husband-wife relations . garried  divorced o

°

‘ néit;her_-




c) (4d) Religion o L ~ important Bot
ARSI T -0
) Shared responsibility for
children —-
e) ' gpecial holidays-how defined? *  long ghort

holidays ~holidays

£) © How celebrated? SRR wi:h"extexﬂed fanily?
| 2) With extended friends?
© 3) With friends?

" 4) With immediate family g

with kids?
4) Mother s view of children's network?
a). (2a) Can mother's name children's ' Yes + = No
' best. friends? : : : o
b) ‘ : 'Home, friends sepafate from . Yes =~ Ko B
' ‘ sehool friends?' ‘ -
c) . a Desireable qualities/
undesireable qualities of
friends. Write some .
d) (¢) -  Are chilivén's friendshipls Yes = No
) neighborhood based? (qualification) - .
. . m‘ , B i - . : T - . B
e) ~ Does stay overnight with. Yes Ko
" friends? ' ' .
£)- (2a-h) ‘. Does the mother say the child : Active ~ Not .
(3a) © _has an’active network of . ' S :
. friends? (coment:s)
e e e g) o (26) » Discipline of.friends. . et ,Ye's e _N_g“

(2g) = . (comments) RS

5) Child's 1ifesgace as seen by mother (as related to family lifesgace)

a) | low orgenized is daiJ. weekly _O_rganized o -N-c"tf}; ’
- schedule? ( ‘_' : . S

__ga:ii.Azed . ot
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b) (f) How are offenses defined 1. Physical attack
(2g) with visitor and child? .- ,
. ' ‘ 2. Verbal attack

3. >0fAfens'e against property

- c) .. Bow does mother deal with . 1. No action
offenses? : .

' 2. Needs intervention .
3. Needs ongoing monitoring

4. calls other parent .

. 5. other
d) (3a) How much are individual's _ ' Separate Not
. (3b) ——chiid's daily activities seen ‘
as separate seen as separate
. from other: 1) sibs or
< 2) family (comments) .
e) - (3d) How is misbehavior seen? ¢hallenge - disruption’ .

’ (wants atteation) (negative)
fl (5a) ~..Birthdays - ' o )‘Fami?y"only o
- - ‘ ' L2) Family—-adult only -

3) other family celebration -‘
- - (could include child)

- ® Alone. with ehild. .'.*‘,";"

g) (5¢)  How is summer vacation b separate fzom eibs? Not :v
.. . . .. spent? ., _ :

) B R e ) | separate from family? N°'

. 3) How different from
regular schedule?

6) Hother s view of child—school—family relationshig '

&) Dees child talk about’ school fes © Mo
' o at home? A T
b) (6e) . Would mother go to school 1f° . Yes - No ., .0

child had difficulty? (comments) ’
How effective does she feel she _
. ... ecan be? '
c) (6b) "Not: wanting to ga to school?
o U ..,(reasons-e 3’,1t 8 your work




ERIC

Aruitoxt provided by Eic:

d) Journey to and fxom school, Eov?

Any rules?

How anxious is mother?

v

1) Bus, car, walk,.

(walk alone, walk

- supervised) -
Yes "No .

| Very Medium Not'
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Study Two:

Discourse Skills and Strategies at Home and School
Jenny Cook-Gumperz — University of California, Berkeley

<

In this paper I am going to develop some general outlinea for t:he study of o
discourse in family .settings and compare these to school discparse. Families ——
. provide a richly complex and varied set of organizational features and exper- !
iences within which children's knowledge of both language use and social
practices develops. Families and homes lack the clearly designated purposes
of school classrooms as pedagogical settings and yet within these social groups
much of the child's basic social, learning is accomplished. It is perhaps only
from within the continued intimacy of the home and the family that ve can.
_appreciate the subtlety .of human comunication. We need the continued familiarity
of persons and practices to provide a framework of regularities within which
we as children and as adults can safely practice the complex inter—channel
relationships of words, gestures and tonal patterns which as speech acts within
.contexts form messages to convey both overtly and covertly our needs or pur:poses.~
.So -potentially ambiguous is our. human comunication system thst the gocial regu-
larities provided by the cultural contexts of everyday life are necessary as a
disambiguating frame for most of our ..-*eryday speech, We need to achieve ‘channel
redundancy in which any one message rece {ves more than one kind of statement. ‘
Given the wealth .of complexity which most micro-studieﬂ of Bpeech and non-verbal
interaction have uncovered (e.g. Kendon; (1977) Erifk.BOn and Schultz: (1979)
studies have focused on necessarily short sequences. However, some of the. '

‘ judgements that need to be mad in - the interpretation of intent are influences
over wide periods of time and space. In exploring how children acquire language
and discourse our model of learning has to keep this fact in view.

_' Until recently most ‘6f the writing on children's language failed to note
that children learn their language fron\an exclusively oral/aural experience-

” Models of 1anguage 1earning were based on adult gramara and experience and

transcrihed ‘texts. . ‘While such. research has given us a developméntal schema for
1anguages) (Brown 1970) it has somewhat distorted children s own early
. experiences of language. : T'ne focus on the child-as-learner in the early work

‘has neglected to see the child as a conmunicator within a social context.
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Perhaps a more realistic way of viewlng 1anguage_development is to look
at' the practice of commnication skills by children within actual settings and
their success at communicating within the terms of their own’perception of the
needa and requirements.of the situation. This shift of approach focuses now
upon such problems as the adequacy ‘of the cOntributions from the child to the

--communicative situation; the effects of the adult contributions from the child

to the communicative situation; the effects of the adult competent speaker upon
the learner; the differential perception of the needs of the situation by adults
and by children. From this perspective we can better appreciate and assess ¢
the language learning task for children as it extends not just to the first

few yeara of life but even through the whole school experience. From this

point of view the child as a language learner is seen as soneone who learms

',not by imitation or correction but by creatively shaping a series of acts of

' speech into a social discourse. Our research focus has centered on how we can

study and evaluate the discourse experience of children;l Recent attention
to the language of young children with their mothers has focused both on the
amount of talk exchanged, and on the kinds of talk mothers use with ¢hildren;
and the extent to which they build upon their children's conversational offerings
and make them into conversational partners. ' Across time e has been found that
the amount that mothers pick up on their child's conversational contribution and
build it into an extended exchange. contributes to children's developmental
skills at linking together conversational discourse. '

From experiences of typical talk between mothers and children, several

. other researchers haVe observed that mothers of pre—school children focus:

'_particularly on questioning strategies (Corsaro, 1977; Cross, 1978; Leiven, 1978;

Snow, 1977). However, these apparent questions actually fulfill many conversa- ’
tional functions. These range from general purposes of keeping the conversatiOn ;
going, to providing a means of eliciting more talk from children, -and on-to-
the specific purposes of getting a repeated hearing ‘of what the .child saids

or checking the information of the child's reply, as a clarification question.'i'i

So that the adult builds up the child-adult discourse through questions._q .
In the following short interchange between twin boys and their child—minder,, '

_Jill, the adult questions and tries to repair her perceived hearing of the child'
.comment, in order to gind out what he wants for dessert.
B - Example. Two.» Toby and ‘Dayid with Jill at lunchtime (T & D, 33 monthS)

_(eating midday meal, facing caretaker, Jill. Jill has.
just asked if Toby and David would like a banana in -
jelly—-British term for jello)

b




T: ho no jelly/ (rinkel) /.-
J: . You eat your dinnex then.
T: . (tinkel)/

J: What? _ A : _
" (tinkel)/ (tin of jelly?) =~ .  °©
) ~J: tinkle? ' vv
D: yeah

T: no tinkle/ (tinkle) (repeats)/
J: You're a prank.
(Keenan & Schieflin, 1976)
Our conclusion from this short episode must be that Toby has failed to communi—
cate his request, but also that presumably he did not wish to formulate. this
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very strongly, since there were several options, other than Ji11's closure of
the conversation, open to him at the point of the misunderstood repair. These
are optjons that children often use; for- example, he could have shown Ji11 his
requested "ein of je11y" by taking her to the cupboard where tins of jelly ar%
kept or refused to eat his dinner until she listened again to his request. -
lToby chooses to give up. the attempt and in the quoted passage does not make
any further issue of this. In this incident he does nmot stay involved in the
conversation but remains a responder rather than "taking the flobr"°to 1ead an
' actiye search after his meaning_with the other comminicative resources at his '
s dispoeal. B " T
While this ‘short incident suggests, mainly from the chi1d's perspective, e
‘the multiple ways ‘in which ‘communicative tasks can be accom71ished, 1t highlights;
the commnnicative problem that exists for mothers.. Mothers must creete and

maintain conversational involvement with young children whoSe actual’ 1anguage

skills are limited. Such involvement is not only necessary to accomplish the -

everyday tasks of the home but it can also be beneficial to the child's future ' ./.1¥

‘language development. The more the child enters into and stays involved in ' ‘

conversations the more practice is gained at putting thelr own requests or

coffinsents iuto an acceptable utterance, (following Halliday, 1975) at’

"1earning ‘how to mean" This development of conversationsl involvement N SR
M provides for thed 1d a framework in which, the child can grow to understand . ’;;Aﬁ!ff
-how conversationd contrihutions can be’ made; and furthermore, how utterances S
are 1inked uttered sequences as discourse frames.‘ Understanding and anslyzing

-‘the 1anguage of mothers and’ children at home 1s. not just a matter of analyzing |
*.the grammatical form or ideas expressed in words, but also’ of recognizing the'

fcommunicative expeetations and purposes that mothers and children haVe in. theird
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talk. Expectations can be triggered not only by. the verbal context .or form
‘but also by situations and events and by contexts where words, events, and

locations or settings combine to produce a specific social occasion. In

looking at home.life between mothers and children we can see this as a S e
series of gocial occagions where the discourse (that is, the stream of talk)
is- organized as a specific speech event. In the next example we can See how the
ordinary casual dialogue canbe'organiZed into a more specific distourse sequence,
by the mother. .

In this example a mother conducts her two 4 and 5 year old children in
the presence of their visiting peer-aged (4 1/2 years old) friend through a -
. seqnence of recollections after the children were ready to let the topic drop.
Example Three: Children are making Pizza '

'(S=Susan (mother) ; A=Andrew, (brother) J=Jane (A's sister),
K=Katherine (their friend))

1 s: d'some of these are for your guests. Can't we?:
me for our guests, you can make all of them.

e

2 A: OK(men) it's time for tifat rolly coaster

(A is waving. pizza in air) .
3 S: Can you get that all on this tray’
4 K: I--know what? I I don't like roller coasters cuz

Q they go fa’

. .5 S: Have you ever béen on a roller coaster? _
, K: Yeah. I tried once but I didn't 1like it. ' e
o 7 A: ' . . . C ~ Mom can oo

I goona roller coaster?

8 S: Well we were at disneyland, they didn't allow * -~
children’ your age on rolly coasters. :

9 A: : Why? - Why?

v 10 s: 1 guess they think it s too dangeroua. Do”yon rememberf””j“‘*
: what the name of the roller coaster at Disneyland can -
you remember? o . BN
-11 A: I dom't know. P R ” o
y .
‘12 S8: Jane I .think ‘that's enoqgh sause honey you don t *
, R want to get too much sause onAit. - .
7 13 A: It's called the um- Ty f' "
G . L
: 14 S The name of a mountain tébember? And you < “dmbed’ the
mountain? ~Remember? )
15 . A; Yes the um- why didn t we take a ride?

-
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.16 S: Because you were too young.
17 A: Nooo. Because un- wag so crowded.

18 S: Oh it wasn't your age, it was because: they were so .
- crowded?

2 s":_nm: could be. - '~
Here, Katherine initiates the recollection, a typically adult way, by a chance | "\Q*°
semantic associarion of topics, which get developed into a conversational theme. |
Her "I know what" (line 5) 1s linguistically odd but functionally effective. In -
this incident, the mother uses the child's topic of the roller coaster to continee
the conversation much as Kate's mother had done in the first example. But the
purposes here are more than to provide a framework for the expression of the
".child's need, the mother expands on the topic and purpose of the incident, yy
highlighting social information. ‘She encourages the children to-reason with
her as to why Andrew couldn t go on -the roller coaster and to deduce the. implica-
‘tion of the episode. In this: way the mother provides-a linkage between the. '
event, and its verbally expressed reason and outcome, which provides a m0de1 for ©

how language events can be used for social purposes. This example shovs some -
" of the discourse skills that mothers can call” upon by not only responding or
encouraging their children to talk, but by emphasizing the ways in. which such

‘organized discourse can express and shape the children's communication néeds.

‘ - From these exrumples of mothers talking with their children-ve can see that
the way in which the topics of talk are focused upon, . picked up and’ made into'
themes which are then developed further, provides an essential experience of

discourse as social interaction. Horeover when stories and snecdotes are used .

’within the flow of conversation, they are set-off from the appsrently inconse—
quential occurrence of topics as an organized section of talk with,a point or f'
perhaps even a "moral" Evidence of both white and black, middle and lawer _
~ class. families @titchell-Kernan, 1970)# show that expectations about" st:or'y forms,. '
'anecdotes and their topics.are an early oral experience of an ordered form
of talking. That is, the story form itself (the narrative anecdote) has a
discourse structure which requires a selection of topics and an ordered sequence
of telling. By being part of 2a aunience, a guided storyteller in family o
?'_settings, ‘or by receiving concrol through the use of homilies-and stories children,“:
learn not only dialogue, how to exchauge a few words but how to 1ink together'*' |
. coherent sequences of utterances into structure vhich has a; discourse purpose.
- The sequences provide a discourse frame for uhatever topic is being talked about.

-

voin
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* The major difference betweeg middle and lower class’ childreli seems to be the
amount of planning and planned/scheduled time slots thatiare used to divide their days.
Literature from the 1950's and 1965'3 on child’socialization stressed the social ,
’class differences‘in 'deferred gratification' end time orientation. (-Klein 19651
While the pSYChological theory ths: generated the idea of ‘deferred‘gratification'. “
may be rejected as a satisfactgry description of the child's 1ife, the planning :
shead and segmentation of the day into separate activity areas (classes, visits,
activity) is an important phenomenon. The middle class child learns to make
and keep to planned actions within time slots; a very significant feature of
school life which has a parallel out of school, However such a planned
. schedule for a 6~7 year old, is adult-maintained and supervdsed. Freedom to inter=-
act with others independently within their own time span is a part of lower
class children's lives not often given to middle class cliildren until they
reach adolescence. The lower. class child learns to organize and fill their
own day's activities with less direct adult “intervention.

" In dimension- four we explicitly explored the child’s social network from

,the mother's perspective. In one of the questions, we wanted to know 1f the mother
saw her influence and actions as important in this'area of the child's life; '
and if the child's friends were seen as in some way an extension of the exper~
iences the mother wanted for the child. Children 8 friendships can be seen as promoting
experieuces and vaiues which the mother/parent want. their children to have. (J .& E.

Nevson, 1977) There was a large difference betWeen black and white mothers on these

. " two questions; whether thef knew the names of their child's best friends, and

" whether these friends were ‘neighborhood friends or not. For the vhite middle
clagss mothers, ‘friends were known by name - they were likely to be separate ,
school and’ home/family.friends and not necessarily made by the child in the -
neighborhood The picture given vwas of the selection of friends, from several {»
different areas. of the child's and the family 8 '1life and of the maintenance of .
friendship ties, even if friends moved away from the area. ‘The mother evalusted
 the child's friends in terms of guidelines she would like to see in her child:
.-honesty, sincerity, cheerfulness, creativeness wert some of the most frequently S
fnentioned The ‘mother's clearly put . a great deal of importance on helping to
promote their child's social-friendships, by encouraging friends who had left
thé area to come, and stay by arranging events. ’

H “For black mothern -their children ) friendships were neighborhood based.
Hany did not know the names of their child's best friends and .they clearly smachild

-3

friendships as an area of autonomy. Where the white middle‘class mothers
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were particularly pleased if their own friends had children who played or were
friendly with their children, several of the black lower class mothers saw
" their own friendship network as quite separate ‘from those of -their children.
To summarize, we can See a big difference between the middle class conception
of friendships as an intrinsic part of the’ family social enviromment, promoted
and. supported by the mother and even sometimes overlapping with the mother's
v autonomy for the child; or ome where siblings may be jointly involved with the
same friends._ Several black mothers indicated that for them the sibling and
family/kin cousinage linkage was more important as a source of social life for
their children, than friends who were not in any.-way involved with family concerns.
. The reports of children at sharing time bear out these differences.
Dimension two deals with the mother s perception of her own network. We
. expected to find a variety of responses to. those. questions that elicited infor-
mation about the family, its position with regard to other friends and to .the
v family of origin. A network for the mother can'vary not only in terms of its
composition and density, but also in terms of its intensity.” So that, for example,
a person may not See their family of origin very frequently but may - feel a
close tie which is strongly reinforced by both distant communication, and
regular if infrequent special meetings especially at ritual ceremonial occasions,
(such as Christmas) so ‘that intensity replaces’ dens itx (frequency) -of contacts and
overlapping contacts but still provides a strong orientation of interest and
support for the family. Our concern with' these igsues were expressed particularly ‘
in questions as to whether her family "lived in the area ‘or whether special friends_r *le
took their place. . o N g //, B
A network can‘also vary in composition where//amily ties are not - strong or
'are not available (because of distance) so that’the friendship connection may
supply a similar support orientation ‘as a substitute for kin relations, as well as
_providing greater density of contact. For example, a group of three or four ‘mothers
" who met when their children were in the same 2 year old nursery group may
continue contact outside of play group occasions,—so providing a small but dense
) and very supportive network. One//f the mothers interviewed referred to “ ,
~ such an experience as "the. parh society" of mothers who met regularly at a -
local play area, and then codtinued this relationship outside of, these occasions. -
A centrai,question in thi area was 2d. "If you had to go away, who would Iook
after your child?" The questions which make up this dimension give us a view
of the origins of. the/mother s network which can be generalized froa several
sources; personal friends new and - old, parents of the child's friends or close
family and other kin relations_ Studies of c0ntemporary kin relationships suggest ‘

i
i
i
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that a feature of modern middle class kin relations is its selectim . People
are socia}:le with their kin only if these relationships are supported- by common
interests. - (Firth, Hubert, Forge 1970). The questions in this topic area give
us some idea of how mother's see their own network as being a major part of the
~whole family life, or as differentlated from it.. On this issue mother's varied

in their coments considerably as to whether famify or child concerns were the
"linking factor” in their network, that is friendships—acquaintances were through
child oriented contacts or were part of adult .oriented interests. One of the

" factors which influenced this (for white middle class mothers) was divorce

(2 cases out of 14) where the mother was not constantly her child s support but
shared support with the fatker. Here the mother's friends were not linked
‘through family contacts but through the mother herself. .Another linking factor )
to friendships might be the children themselves, but some of~thebmother s saw ' ‘
the move away from this basis for friendship linkage as one of the big chances

. that entry into full time school brought into the mother s 1ife.  Several \mothers '
“tried to keep the pre-school contacts of mothers and children, ‘or the pre-school
friendship circle open, but allowed to the interviewer ‘that they were all moving

Most of the white middle class mothers saw friendship as existing either. ‘

through the parents ‘of their child' friends or saw the child/family orientation -
as being the most’ important ‘and commor, feature of their contemporary friendships;
with the exception of certain "old" friends from their pre-marriage or pre-cbild
days. ‘Most saw the two netwarks of fa:mily-kin as separate from their friendship = -
netwozk. One mother made the distinction quite clearly in response to the
question about short holidays, such as Thanksgiving and Christmas Thanksgiving
was for friends - the group of families who had once been neighbors still met for
a shared I'hanksgiving - Christmas was for the family-kin. And though it might
not be carried out 80 explic¢itly by the other mothers, for all the middle class
' mothers, the division betsteen friemds and kin remained fairly distinct in their
patterns of sociability. This division of interest and attention in patterns

of soclability was one of the clearest differences, as far as the interviewer
_could uncover, between lower class black and middle class white mothers. The..
black mothsrs saw their friendships as more separate from comit.tm.-,nt'to children.
and yet sav their kin in many cases more as personal friends-;siaters—

cousins ; mothers were more lfkely to forni.a supportive social network into
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which their adult friendships also played a part.. (see Stack 1975) These
friendships"Centered on the mother's sociability needs_ngt.thoae of the
childrens; although the children were included in-social occasions. One

. mother commented in answer to a question about special occasions "I expect
my children to behave when I have friends over,: but 1 want'my'children to
be here with my friends". s - |

The purpose of dimension three was to develop a view of the mothers per—
ception of the-family positionvin regard to it Iinkages into a wider social’
 framework - into.  job relations, assumptions of ideological communality with
others through religih and other commitments that. the family/mothers might
make. Many of these questions were asked indirectly - particularly'the question
of religion which if important to the family was alqays mentionedﬂsoméwhere |
" in the'interview by - ‘the mothers quite spontaneously-—'but ‘we also,-after piloting
with ‘both black and white mothers decided to ask a question about special family
.festivals - (Ihanksgiving, Christmas, etc) which were occsions for further-
comments. We asked abéut jobs./ occupations directly but answers were as’ expected.
. often evasive. This dimension confirmed that there was a difference in the '
mothers views if a strong value orientation such as religious beliefs existed which’,
gave the family a close-knit network of associates and support, this was similar
across both black and white families.

. . N N

Conclusion \
From our findings in study one, we gain an idea of the workings of the
home as a communicative environment. The situation in which the child'
discourse skills develop is provided by the social network and communicative
economy of the family. Briefly, we can give a summary picture of the effects of
our. findings of the mother's views of her child s school, friendships, podition
in the family and the mother 's own social network, on the discourse occasions
available for children in the home. . * _ . '
The middle class child is in a hame situation where adults accommodate
to the discoursevneeds of children, and so learn -both to collaborate with and to
.ﬂ}ollow an adult 1ead. The lower class child learns to compete for the floor,
for attention and turns at talk with peers, and to some extent with adults who
do not accomodate as readily to children. " Adults expect the child to. share
_ talk occasions or to watch and attend to adult‘talk 2nd banter. The lower class:i

child is used to;some'allocated‘responsibility in the home, and an autonomy out-
) f ] ‘ . .

Q -' ‘ o | . | :éi;ii
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side of the bome in their own peer-child sghere. The middle class child has a
specially arranged autonomy inside the home- a world set-up by adults often with a
. specially defined tefritory which to some extent Symbolizes the child's role. Out-
.slde of the home the child has resp0nsibility for behaving as a "family repre-
‘aentative" that ia with values that are shared by the family Knd “with behavior’
that may exercise more self-control than the child needs to show at home.

What effects do these differences in the child's 1ife-world have on the
children's lenguage and discourse strategies? And vhat ‘influences will these
have on the children's classroom ‘behavior. We suggest, (.and we will discuss this
~ further in the concluding section of this report) that all - the strategies involved
with boundary maintenance both of the relationship between self and others and

- in the maintenance of social space will differ. Both of these boundaries, but
‘ particularly that of social space and territory are important in relationships
bc@\en_ students and these will be differently defined and verbally monitored.
These differences will be manifésted in much of the TEnguage of helping, requesting and .
- sharing, all areas'whe_re the amount of time, energy and other resources given to - '
the other person must either be verbally defined or negotiated. This will also in-
fluence the authority relationship and recognition of rights of speaking between
the adults in the school -class and the ‘children. Differences 4n what is to be

taken as good, lively or appropriate speech are likely. Examples of these differ-

ent assesments are in the ethnographic report of the 1rst grade and in the paper

on a case study of Derrick, by J. Schafer. For example, lower class children

speak up or add comments to adult. mOnologues and so are seen as impertinent; .

middle class children wait for the adult lead then add or extropolate on the teacher 8.
 words, so are seen as co—Operative. ’

T‘nns understanding even at the level of misinterpretation of a single statmnent: _
such as a "help me" request by a black. lower class child, can easily arise. Michaels
'(1981) has reported that when some black children were given a task to do they called
to her "Sarah help me please" which she took as an inability to do _the task. At
- a suggestion from the teacher she refused help, whereupon the ‘:hildren easily _
'Mdid the task. She realized that’in this context the "help me" vas not a plea for
‘yaid but a strategy to get her to join them in a collaborative ‘work group, rather
than each indivyidual working separately at their desks doing the task separately.
'-Such misunderstandings can naturally ‘arise unless we can nnderstand more about '
the communicative environment in which children learn to talk and interact s

before” they come to school,




'QUESTIONNAIRE

Introductory lead-in: We want to know what -. ' 's 1ife outside of school

1is 1like. I was in school with him/her all iast year and I got to see all.
‘the stuff they did in the classroom, on‘the'playground,‘even in the lunch-

room, but I don't really know what a kid of 6 or 7 does after school or

v

when school is out.

-

1. a. What kinds of things does dBLafter school?
b. How does s/he get home from school?

' c.,Does . ' come_ right home after school or can s/he stqp along

- the way, at a friend s or at a park? .
d. Do you have specific rules- about coming straight home’

&. what would s/he do if nobody was home? - .

2. a. Who are | g best,friends? .Are thesefbasically-school friends
or kids in the'neighborhood or children of youtxfriends, etc,?

b. How we11 do you know the parents of his/her best friends’ If friends,"

'how did you get to be friends? T - g o S - S s

c. (1) Does - ~ stay overnight with friends or. have friends stay '
over? About how often? (ii) Does s/he ‘ever’ stay “overnight with

relatives?

d.'If_you {refers to motber only) had to go awayvfor a‘couple of days,
who‘woulddyou_like S ' to stay with? Has this ever happened’

e. Have you ever not like onme of : 's friends? Why? Did you
 ever try to discourage his/her friendship with ‘this kid? -1f not,
would you ever conceivably? What kinds of things are important to "

‘you about . 's friends?

- f. 1f W __ had a fight‘with one of his/her friends, what would

. you do? (e g.s Would you talk to the friend’ s parents, etc.?) Has-
r =~ 7

this ever happened? What did you do? i
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g. What would you do if __ had a friend .over and that child did
something pretty bad, like. kicked _ : for no good'reason, |
or wrote on the walls or something? Has this ever‘hapoenedl What
did you do? S ' ' L

~ h..Where does usually play with his friends’ (Indoors or outside?
. In hiaibedroom, or playroom, etc.?) (i) Do you usually know what |
‘they're'up to, or (ii) are they off and ‘about by themselves? (Reverse
1 and 11 for black families.) o L

- . ) . oo S

3. a. What other things does L do around the house_besides play
with friends? . o

}: .

b. Does s/he have chores or other Jobs to do? (e.g., babysitting for

younger sister or brother)

c. Are there any" special rules in the house? Things that you don't like
to do? (What are these rules and how do they work out?)

What would‘happen if one of these rules got broken’ L

d. Are therevanj things that you would discipiine_*l . for? Has:
" this ever happened? What did you do? ;

4. a. (i) What about your family and your husband' s family’ Do they live

~«" in this area’ Do you see’them often? Where do you usually see- them’

(11)_1f your family doesn't live in this area, do you have a fewt\ oo
v friends who you feel especially close to, sort of like family’ o

b. Do most of your very best friends know each other? How did you -

' meet most of them?

R - -

" ‘e, What about your own friends, do any of them have children around s

‘ 's age? Do they ever. bring their kids along when they . ..~
visit you? - e IR R y‘;_;" o

~

d.iDoes _ “‘havefgodpargntsl».Are.theyhfriendsior relativea'of;ﬂr,g;;

: woura ? """"

"
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_ - . . | L
What. usually happens on ‘i 's birthday? (mainly child's

friends or also adults, relatives, etc.) .

~What do you do on big holidays like the 4th of July, Thanksgiving,_etc T
Do you usually spend it with friends or family? What kinds of things |

do you do?

What kinds of things does ‘ " do over summer vacation? ‘A" o

‘.

One more thing about school. Does . " "come home from school
and tell you about ‘the things s/he does at school? Things s/he Bl
likea? Things s/he doesn't like?:

Does ever say s/he doesn t want to’ go to school today?
What would (or did) you say to this? L j .
What‘would you do 1f ___was having trouble with a certain

subject or with his/her teacher? Or doing his/her homework?




\ . The Coding Frame

a) ‘(,Zh) Special space for play?
- b) (3b) Chores, jobs?
c¢) (3a) What other things does.. ...
' comments from 3a
- d) (3d) Special rules ‘in the house?
(3c) (comnts, if brokem)
- ) (3d) Discipline -

(comments, if interesting)

sa—

v

1) Mother's view of the child's position in family

2) Mother's view of her network of rela_tionshing

) (48) 'Fsmi.ly in peighborhood area?
b.)~ How often visited? , (tonment) )
¢j (4b) Friends in neighborhood -
- (family substitute?)
d) (5b) How wide a network of family
_ described? o
B e) (24) If you had to go away, who
- : ' stay ‘with? (_gomments)
£) i"(2b) How well know parents of
. ' “'chilld's friends?
’ if yes o.o . ‘
dlose' or not?
g) (l&c)' Eer friends and their children -

‘do-they form a network for her
_ :family ‘

Yes ‘.'y_g_'
Yes ~ No
Yes No
Definite Not
Strategies -
" Yes No
Yes No
Extend ~ _Not
family‘ Mot
~member v S
Yes Mo
Clo'se Not ’
Yes No. .

3) "'Hother s view of family in relation to wider sOcial order ng

s) . : Work

b) Busband-wife relations
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. \

neither ,

husband'
. wife's
warried  divoTced ’



with k:l.ds?
{ , .
"'4) Mother's view of ‘children's network?
a) (a) ° Can wmother's name children 8 Yes A lg SR
’ ,best friends? ' . ' SR
b) " * Home, friends separate from . Yes . No
school friends? St ' :
c) 'Desiresble qualities/
. undesireable qualities of
. friends. Writ:e some
) (2c)  Are children 8 friendship!s " Yes -. _1_1_9_ o
' - neighborhood based? (qualificatiou) IR
e) - 4Does_ - stay overn:tgbt with™ - Yes o 21_2
friends? ' - o B T
£) (Za-'h) Does the mother say the child- Active _Noi: _
(3a) has an active network of - e
' friends? (comments)
8)  (2f) Discipline of friends ~ ~_}- Yes  No-

c) (4d)  ° Religion S _:l_nmortaut

(5b)
d) Shared responsibi 1ty for L
~ children . )
e) . Special holidays_hgw defined? ‘ long short:‘ .
. ) h°1id8L ho lidays
£) - How celebrated? 1) Witk extended fam:l.ly?
| B ' v _ i
B 2 With extended fr_j_.e_nds?. ;

S . 3) Vith friends?
4) wuh immediate family;

(2g) 3 (comments) -

5) Child's 1:I.fes_pace as seen by mother (aa related to family lifespace)

a) o 'HDV organized 18 daily weekly Or anized Not
SChedule? ' _ . 7"} = '8'__- LT

" How organized is summer schedule? ganiEed'  Not



kai . : . : o,
' . =
B

b) (2) . Hov are offenses defined 1. Physical attack
) vith visitor and child? - ’ :
' 2. Verbal attack
o 3, O“ffeq'sie\a'geiﬁst;t':rol:erty?
-7 Q) | How does mother deal with ‘1, No action
: offenses? ' : - c
C _ 2. Needs inrervention
3. Needs ongoing monitoring
4, Calls other parent
. __ 5. other
d) (Ba) How much are individual's ! Separate Not
(3b)  “child's daily activities seen - -
as separate seen as Separate o
from other: 1) sibs or - ,
2) family = (comments) . . o -
e).. . 'Eow 1s piébehavior seen? - - challenge c‘lisr\igﬁtiort
: ' B : . (wants attention) (negative)
‘ | 2) Family-adult only
AN | o . " 3) other family celebration :
N - o ' - (could include child)
-\\\_ | - . o © < 4) Alone with child
'g")\\(Sc) Bow is’ smnmer vacation E 1) ,Separate from sibs? N
\ ‘ epent? : : S
\ o ' ) vSeparate from fam:l.ly"
N | '3) How. ditferent Erom.
'\\ o . - .. regular schedule?
6) Mother 8 v:l>i of child-school—family relationsh:l_g
\
. a) " Does child talk about school
S TP R --'at\ ome?
. b) j(6e) '-_'Woul mother go to school 1f
s ) A *child\had difficulty? (coments)"

S Bow efE'ctive does she feel ehe




.

: y Journey to and fxom school, How? 1) Bus, car valk, : -
. Sa Journey e T . (va]'.k;allc’me.,\!&lk'; .
- | B . supervised) -

- . Any rules? :  Yes | Mo :
How anxious is mother? , . , o
. .
\ . ‘ o

ERI!

Aruitoxt provided by Eic:



Study Two: -

Discourse Skills and Strategies at Hcme and School

Jenny Cook-Gumperz - University of csliforni,a. -Be_rkeley,

- ' ' ) 0

In this paper 1 am going to develop some general outlinea for the study of
_ discourse in family settings and compare ‘these to school disconrse. Families
' provide a richly complex and varied set of orgsnizational features “and exper— _
iences within which children' 8 knowledge of both language use and social CoT By
practices develops. Families and homes lack the clearly designated purposee
- of school classrooms as pedagogical settings ‘and yet within these social groups
.much of the child's basic social learning is accomplished It 1is perhaps only
from within the continued intimacy of the home and the family that we can i c
appreciate the subtlety of human comunicationo We. need the cantinued familiarity

JE

of persons and: practices to provide a framework of regularities within which .

we as children and as adults can safely practice the complex inter—channel

relationships of words, ‘gestures and "tonal patterns which as speech acts within
‘contexts form messages to convey both overtly and. covertly our needs or purposes. ‘-
So potentially ambiguous is our human comunication system that the social regu— S e
larities- provided by the cultural contexts of everyday life are necessary as a’
disambiguating frame for mst of our everyday speech. We need to, achieve channel'.
redundancy in which any one message receives more than one ldnd of atatement.

Given the wealrh ‘of comple.xity which. most thicro-studies of speech and non-Verbal. N
interaction have uncovered (e.g.- Kendon, (1977) , Erickaon and/ Schultz (1979) |
-studied have focused on necessarily short’ sequences., HoweVer, some of the :
,judgements that need to be. made in the interpretation of ine_ent are influences g g

- over. wide- periods of time and spaie. In exploring how children aequirs language
and discourse our, model of ‘learning has’ to keep this fact in view. '

l_

Until recently most of the vriting on children s language “Faille d tov‘_nOte

s has neglected to see the‘ ‘el



‘,, ’ . g_l! 2. <

Perhaps -a more realistic way of viev&ing language deyvelopment is to look
at the pr8ct1ce of _comminication gkills by children within actual settings and
their success at communicating within the terms of their owm perception of the '
needs and requirementd of the aituation{i .This shift of approach focuses now.
. upon auch problems as the adeguacz of - the contributions from the child to the

" communicative situation, the effects of the adult contributions from the child
to the comunicative situation, the é¢ffects of the adult: competent speaker upon ‘ T
the 1earner; the differentiil perception of the needs of the situation by adults
and by children.. From this perspective we can better appreciate and assegs
the language leartiing task for children as it extends not just to the first
~ few years of life but even through the whole school experience. From this .
point of view the child"as a language 1earner is seen a13 someone who learns
not by imitation or correction but by creativelx shaping a series of acts of

speech into a social discourse. ‘Our.. research focus ha centeted on how we can

study and evaluate the discourse experience of children. Recent attention
to the language of young children with their mothers has focuSed both on the
~ amount.: of talk exchanged, and on the kinds of talk: mothers use with children,
and the .extent to which they build upon their child..en 8 conVersationsl offexings
and make thet into conversational parthers. Across time it has been found that
the amount - that mothers pick up on. their child's conversational contribution and'
bu.ld it into.an extended exchange contributes 'to children ) developmental
: _ skills at linking together comrersational discourse. - ' KA
: From experiences of typical talk between mothers and children, gseveral.
~ other researchers have- observed that mothers of p_re-school children focus
particularly on questioning strategies (Corsaro, 1977; Cross, 1978 Ywiven, 1978
Snow, 1977). HoweVer, these apparent. qu‘estions actually fulfill many conversa-
tional functions. These range from general purposes of keeping the conversation
going, to prwiding ‘a means of - eliciting more talk from children, and on to. -
the specific purposes of getting a repeated hearing of what the ch‘ild said
. or checking the information of the child's reply, as a clarification question. :
_ So ‘that the adult builds up the child-adult discourse through question8.
' In the following short interchange between twin hoys and their’ child-minder,
Jill, the adult ‘questions and tries to- repair her perceived hearing of the child'

coment, in order to find out what he wants for dessert. - Lo

Example Two; Toby and David with Ji1l at lunchtime (T & D, 33 months)
: . (eating midday 1nea1 facing caretaker, Jill. Jill has g
: . _just asked if Toby and David would like a banana in.

- jelly-—British tern for jello)

e

' . . . 4
(. .




T: no no‘jellylv (tinkel) /.
J: You eat your dinner then.
T: (tinkel)'/ '

J: What? - -
(tinkel)/ (tim of jelly?) !
) J: tinkle?
- D: yean

T: i no - tinkle/ (tinkle) (repeats)/
J: You're a prank, B : :
(Keenan & Schieflin, 1976) > oo

WO N L P W E
-
(1]

4 .

Our corclusion from this short episode must be that Toby has failed to communi—
cate his request, but also that presumably he did. not wish to ‘formulate this | °

©

very strongly. since there were several options, other than Jill's closure of

“the conversation, open to hin at the point of the misunderstood repair. -These
are options that children often use, for example, he could have shown Jill his
requested "tin of jelly" by taking her to the cupboard where tins of jelly are
kept or refused to eat his dinner until she listened again to his request.

. 'roby chooses to.give up the attempt and in the quoted passage does not make
any further :!.ssue of this. In this incident he does not.stay involved in the
conversatioa hut remains a responder rather than "teking the floor" to 1ead an
active searcn after his meaning with the other communicative resources at his
dispossl. ' ,

While this short incident suggests, mainly from t:he child's perspective,
‘the multiple ways ‘in which comnmicative tasks can be accomplished it highlights
‘the commnicative problem that exists for mothers. Mothers must create and

maintain conversational involvement with young children whose actual 1anguage o
 skills are limited. Such involvement is not pnly necessary to accomplish the
everyday tasks of the home but - it can also be beneficial to the child's future
, languege development. Thé more ‘the child enters into and stays involved in
conversations the more practice is gained at putting ‘their own requests o
comments into an acceptable utterance, (following Halliday, 1975) at -
"learning how to mean". Tbis development of conversational involvement N
" provides !or the child a framework in which the- child can grow. to understand
- how conversstionsl contributions can be made; 3 .and furthermore, how utterances ,

‘are linked uttered sequences as discourse frames. Understanding and analyzing

the langusge of niothers and children at home is not just a mstter of snalyzing
the grmatical fom or ideas expressed in words, but also of recognizing the
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talk Expectations can be triggered not only by the verbal context or form
but also by situations and events and by contexts where words, events, and
locations or settings combine- to produce a specific social occasion. In

looking at home life between mothers and children we can see this as a

geries of zoclal occasions unere the discourse (that 1s, the stream of talk)

4= organized as_a specific speech event. In the next example we can see how’ the

ordinaty casual dialogue canbe organized into a more-specific discourse sequence,
- by the mother. | ' |

In this example a mother conducts her two 4 and 5 year old children in

the presence of their visiting peer-aged (4 1/2 years old) friend through a

sequence of recollections after the children were ready to let the topic drop..

Example Three: Children are making Pizza

($»Susan (mother) A=Andrew (brother); J=Jane (A's sister),
K’Katherine (their friend))

s
vy

S 1 S: And some of these are for your guests. Can't we?"“::.
Some for our guests, you cen make all of thenm, '

2 A: OK(men) it's time for that rolly'coaster LT " ‘ va
(A is waving pizza in air) A

3 S: Can you get that all on this tray?

4 K: I--know what? I I don't like roller coasters cuz
they go fast. . :

5 §: Have you ever been on a roller coaster?
K: .Teah. I tried once but I didn't like it.
7 A: : L . ' Mom can
I go on a roller coaster? t R

8 S: Well we were at disneyland, they didn't allow
children your age on rolly coasters.
9 A: ~ Why? Why? | )

10 s: 1 guess they think it's too dangerous. Do you remember
: what the name of the roller coaster at Disneyland can
you remember? : N

~ 11 A: I don' t know. . : W
Taemm ;12 8: Jane I. think that's enough sause honey you don't - N

o ' want to get too much sause on it. : : AN
13 ‘A: It's called the um- S : N
14 S: The name of a mountain remember? Apd you climbed the : \g</
i- mountain? Remember? ° . e

'15 A: Yes the um~ why didn't we take a ride?




16 S} Because you were t0o young.
17 A: Nooa. Because um~- was 8o crowded.

18 S: Oh it vasn't your age, it was because they. vere 80
. : .crowded? R
l . . ‘ i
»/} 20 S: _That could_be. B , R

Here, Katherine initiates the recollection, a typically adult way, by a chance _'fﬁ

semantic association of topics which get developed into a conversational theme.

Her "I know what" (line 5) 1s 1inguiatically odd but functionally effective. In
this incident, the mother uses the child's topic of the roller coaster to cOntinue

the conversation, much as Kate' s mother had done in the first example., But the -
purposes here are more than to provide a framework for the expression of the

child's need, the mother expands on the topic and purpose of the incident, by
highlighting social information. She encourages the children to reason with .
her as to why Andrew couldn t go on the roller coaster and to deduce the implica— .
tion of the episode. In this way the mother provides a linkage between the '

event, and its verbally expressed reason and outcome, which provides a mcdel for

how language events can be used for: social purposes.‘ This eaample shaws some ,;'
of the discourse skills that mothers can call upon by not only responding or ,
encouraging ‘their- children to trlk but by emphasizing the ways in which such
organized discourse can express and shape the children 's communication needs.

: From these examples of mothers talking with their children we can see. that
‘the. way in which the topics of talk are focused upon, picked up and made into
themes- which are then developed further, provides an essential experience of
discourse as social interaction. Moreover, when stories and anecdotes are used

wdghin the flow of conVersation, they are set-of from the appa-ently inconse— 'f?;ff
quential occurrence of topics as an organized section: of talk with a point or e
. perhaps even a "moral". Evidence of both white and b ck, middle and lower .

class families" (Hitchell—Kernan, '1970)# show that expect ions about story forms, -
ordered form S

anecdotes and- ‘their topics are an early oral’ experience of .

of talking. That is, the atory form itself (the narrative anec. te) has a
discourse structure which requires a, selection of topics and an Q\dex:ed sequence
of telling. By being part of an audience,‘a guided storyteller*in“f 1;

settings, or by recelving. control thrOugh the use of: homilies and.stories children
" learn not only dialogue, how to exchange a few words, but how to link together
coherent sequences of utterances into structure which has ‘a discourse purpose.;-":n~
The sequences provide a discourse frame for whatever topic is being talked about.,
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g\;h“The role of parent-child interaction in developing these discourse frames
orm a good basis for examining the school language experience. When children
enter school it is this home-based experience that they take with them.
In studying children in.first grade we have focused on an event which has much
in common with this everyday home experience--what is now called "sharing time
or news time". Yet however, as we will atrgue, this experience varies from
any similar experience of talking or story-telling at home. By explaining the
ways in which this discourse experience differs we can highlight the often .-
hidden assumptions of the child's entry into the first few years of school.

Sharing is a clearly bounded speech event,-opened formulaically by the
teacher (or student teacher), saying "OK, who has something important (inter-
esting, exciting, 'special, etc.) to share?" To get a turnm, children raise
their hands and wait to be noninated by the teacher, but while another child
is sharing, anyone can call out short topically relevant comments from the
rug. During this time the children are expected to sit quietly on the rug,
engaged in-what has been called attentive listening, that is even their
posture must symbolize their attention to the specific verbal cues.’ (Cook-
Gumperz 1978) We can see that for children sharing-time 1s a completely unique
speech event- from evidence of their use of a highly marked intonation contour.
This "sharing intonation" is an integral feature of sharing discourse. and
occurs in no other classroom specch activity (other than role-playing sharing
as a part of "playing school"). .

The teacher's notion of "sharing" discourse, while having something in .
common with the everyday notions of narrative structure, requires that the
story take the form of a simple sﬁatement'and'resolution centering on a single
topic.- Importance: is attached not to content per se, mnor to the sequentially
ordered structure of an account, but rather, as in simple descriptive nggg,
to clarity of topic statemenc and explication.

The teacher's notion of.sharing is thus far removed from everyday accounts .
which depend upon their situated tharacter_for much of the detail. In the - '
teacher's model this kind of detail must be fully lexicalized and explicated.

- The teacher's expectations thus seem to be shaped more by our adult notions of
literate descriptions and are influenced by the need of the school experience
to promote literacy. |

Let us see what such a shift of emphasis and expectation does to the children 8
sharing. (IhiseexampleJis taken from Michaels, 1981)
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1 Mindv: When ‘I was in‘Da:y Cémp /,ve nade these/um candle:s /

2 T: ,You made ‘them? / _ )
3 Mindy: And ub / T-1'tried it with 'aitferent colors / with'both
4 :of them but / one just came out /'this one just came
) 5 | out blue / and'1 don t know /Lghat this Color is /|
6 . T: e That's neat-o // Tell the kids how you do it from the .
7 L very start // Pretend we don t know a thing about candles //
8 ... OK // What did you do fj.fst? //-What did you use? /! \ :
9 ' Flour° /] v' )

10 Mindy: Um ees there's some / hot wax / some real ‘hot qsx / that

11 you /'just take a string / and tie a gnot in,it // and "
12 idip the 'string in the umrga? l/
13 T: What makes it uh have a sﬂgbe? ll -

14 Mindy: Um / you just snape it //
15 T: Oh you shaped it with your hand // wm //

16 Mindy: But you have / first you have to 'stick it into the wax /

17 and then wster / and then keep do;ng that . until it gets to
18 : the size you want-it //
19 T: OK // Who knows what the string is for° 1l

In this example the teacher collaborates with the child in order to elicit
further description; she adds questions to, provide a shaping of the child'
explanation. Her speech 48 heavily emphasized on the comments such as "neato H
_or "You made them" (said with great surprise and praise) ‘The child uses a
typical 'sharing presentation with the introdu tory framing and intonation
and a flattened intonational contour for the explanation. Another vhite o o
middle class child's contribution to sharing is the folloving where the child "
, presents a well-organized account that requires only a limited supportiVe response -:ﬁi

., -from the teacher.




ST: Oh great. -~ ' » . . o

_"making the point clear" and e.xtrapolating it, this concern she expresses as /.

;l)a.

.-Jess_ie: Yesterdafy my mom, and my whole family went with me, um, to a

party, and there was a Thank.sgiving party wh- and we unf, my-

. Jesgie: mother we had to um get-dress up as pilgrims and my mom made me i

- this hat for a pilgrim. - : o . \

T':-' ’ Try it on/model it for us. Let's see how you' o , e
look as a Pilgrim. . Tl ’ : /
Jessie: o I don't want to. . . ' o

These examples suggest that the teacher's literate bias is concerned with |

: "saying one important thing." So that while sharing seems to build upon home- /,./

/
H

based experience of anecdoting and story-telling as a specific discourse frame,/
the teacher s actions both provide support for and require a rather different /

~ performance. Conversationally embedded stories told at home often do not nee

'd clearly elaborated point, but can be collectively constructed. Whm the /

child's performance is close to the teacher's expectations the teacher's /

comments do however act collaboratively: and provide a: learning experience for

" . the child by providing a discourse frame into which the child can incorpora/te .

more information. (See : y
These differences perhaps serve to highlight not only the hidden agenda '
of the teacher but that of the mothers who are concerned essentially with the.
problems of _the transmission of social knowledge to another generation. Where _
teachers uge story-telling, anecdoting and sharing to teach discourse form,

mothers ‘use it to teach content that is to set up and expand on issues that are

necessary to categorize children s social experience.

We can take this exploration of discourse framest, and different discourse
performances further in exploring the ways-that gspecific information exchanges
take place at home. As we have mentioned at the beginning of this paper, mother' 8
talk to their children is withont a specific goal of receiving and exchanging.
information to accomplish an activity. A great deal of the talk in family con-
texts is in fact motivated by the practicalities ‘'of a common, shared life in a (
specific spatial area. The amount of activity of organizing a family that takes

. place in the héme may seem at first sight less complicated than that in the school

classrdom, but it has omne important difference, family 1life is less predictable o
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and.‘less under any one person's centralized control. Such features make the "
discourse occasions of the daily family 1ife more yariable than the rout;ineé of
classroom days; This has:meant that in order to make any comparisons between |
homes/families and school classrooms, we must focus on sp_e'cif:‘lc commmica;ivé
tasks, which are similar in both contexts. -

- 'In our next example, a mother and child (this is the same 6+ year old child

_from the first "candle" sharing bexample.) are at home 'together"a'fter-_schobl.

The mother is beginning some of the preparation for supper and the daughter,
Mindy, is help:l:ng her. As they-do these tasks they are talking about Mindy's

day at school. "

Mandy and mother - At Home June 1979 #106 *

m: What was your uhm MGM thing that you did today
M: ah 'bout mummies : . :
m: nummies ‘©
M: uh huh _ :
m: what's a mummy - - ' ‘
M: you know those things that come in mummy cases
m: are I a mummy - ' o
M: no you're not wrapped up in bandages
‘m: those things that come - what were they
M: mummies :
m: tell me what they are x
M: well tbev're just = I.don't really know what they are but
something wrapped up in bandages that are still / !/
m:  no do you know what's inside of there :
- M: no do you o ‘
~m: yes e .
M: what : - '
m: dead people (long pause) long time ago people used to do
that in Egypt which is a country far far away they used
to do that—to preserve the bodies so the bodies wouldn't
decay and rot : ' '
' M: why don't they just bury ‘em , '
~- m: well it had something to their religion/that's all/that's
what they were supposed to do that's what their gods wanted
them to do .(long pause) was it interesting the stuff that .
you read o ‘ : S _ s
M: yeah 'cept I only did about three Sentences 'cause I didn't
know - we had to um tell where you could find them and all T
wrote was in books and museums and - :
m: ' , " in museums uh-huh '
M: o : A ‘ and from ' .
somebody who knows about/ . ‘ \ i‘\
but it has to be in Berkeley ! : '

it does R | -

2

xg=

. . ' and 1
gave myself a three

% MGM refers, not to the film company, but are the letters for a ;pecial' serdes

of materials that are used by the teacher to supplement the reading book tasks

- for the high reading @ ‘up. . The letters stand for mentally-gifted-materials.. = -
. _. The mother in this ep:..”e, has learnt these names as she has spent an hour.or
 © 80,a week as a "helping parert” in the elassroom. . it Tl e

\




.m¢ I doubt it thsre re any mummies in Berkeley
M: T know you just have to um find out ‘about those where
you can £ind out about them .
m: are you supposed ‘to do that on your own
: mno
m: oh where you—oh. 1 see what you mean (pause) where’ would you.
. go 1if you wauted to find out about then
~ M: mnmuseum )
- m: mmhmm where else-
: M: library books about them .
m:. right
I wrote that : '
well I think that was a very. good ansver (pause)
you know another way you can learn about things

M: what

m: /like that some/ times

M: what

m: Yyou can g0 to a lecture: do you know what that is what's a
lecture . ‘

M: I don't know : ) ' _

Tms 'wheie somebody talks about something that they know something about -

. and they give you information so I guess you could g0 to a lecture
sbout mummies if you could find out where one was being given '
couldn't you : '

M: yeah (pause) Mathew said he wished he hss mine \

.....

~m: wished he had what , \ :
M: now I have classifieds . - \\ .
; m: what does that mean - Y |
M:  not classified something like that maybe it's classified
m: categorizing or something _ Vo .
M: no it doesn't have a. g in it = ° L L
m: - what does it mean \-
M: may - it has a g in it but the g isn't at the end |

m:  what 1s 1t :
M: um/wait/ ' _ o ' \
‘m: do you like doing 1t . o

¢ yeah

: when is it that you-do this um MGM stuff ' _ \

M at the day/when we have handwriting/

m: in the afternoon , v

M: yeah “ -

m: do you still do handwriting wait a sec 1 want you to help me some .
more :

1ogue as when the mother describes. an Egyptian mummy. . mother's ex-
chsnge only succeeds in reaching the point the daughter has been king after a
‘lengthy dialogue, when the mother says, "Oh I see what you mean".| From knowledge
of the ethnographic classroom procedures we know that the key stat nt about the' ©
task made by Mindy wvas said aluost as an aside, with a lowered tone - "and I: i




gave myself a three". The purpose of these materials is for the child to -
evaluate and rate their own ansver. The mother who is continuing to keep
to the ‘theme of "mummies" misses the point entirely. ' We can see in this
exchange that the way information is given .in adult-child talking[\_v'aries from
direct questioning, to the child offering pteces of~information which'are put
together into a whole explanation b} the adult. Neither participant to this
_conversation feels the need to tell all they know, ‘or to. encourage the other '
to give concise information statements, both are willing to allow themes to
develop, even if they are off the point of the others previous statement . _
Se\_teral themes are begun, developed ar dropped in this short conversation and
at 'several placeS‘the mother does not probe. fui:ther the child's_ xgeaning exXcept
—when they both search for the correct description of the task the child calls
"classifieds". . R
‘L'et us ilook at the intonation/prosodic pattern’ of this home speech and
compare it to the classroom. ‘In the classroom context a teacher has what we
can I;est describe' as a one—to?magy voice; her intonational contours are markedly
varied and she uses her voice for dramatic effect, as in the sharing example,

where she says with great surprise "you made it ", The child's voice’ however, .

except for the formulaic introduction to sharing, has a flattened contour when
she is giving a presentation or explanation, as if concentrating on the meaning .
‘to be carried in the words.
The mother's voice in this interchange we will characterize as a one to
one voice, low,; quick and not very varied in intonational contour, however, the
child's voice 1s the opposite of the school-voice - very expressive with many
varied stress and pit:ch changes. We could characterize her school-classroom
voice as’ attentive, her home speech is. -expressive.. o -
To continue with this comparison, we can see that the mother offers infor-
mationally complex or ambiguous messages - or contrastively limited and situated
directives. The themes are often repeated but the imnediate verbal contexts are
- wvaried and' unpred-ictable . A lopg discussion sgpedl about museums will be inter-
“rupted with an instruction on how to grate ‘cheese. In the home context, mothers/
parents are likely to use any available occasion to give a piece of information
‘or even a short homily; the themes may be repeated but the situational contexts
will be varied and unpredictable. ' | '
"At school, in the classroom the teacher aims to create situations in which

to embed the information she is teaching. The situations created by classroom
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routines, both informational and in;;termé of actual verbal formulae, aim to be o
. consistent and predictable. In this way attention is directed to the verbal
" content of the message, which is informaticmally simple but aims to be under— _.

stood. The teacher may use either simple or elaborated verbal directives but
her aim-is to have the children understand and act upon her verbal message.
These examples show that even: for the middle class child the home dis-

course experience prov:l.}des a set of expectations different ft'om those developed
in school/teacher ccmmunication. The time frame for ‘home communication is

very different, unders/tanding can be aimed.at across several ‘interchanges and
‘ambiguity can be unraveled- without direct remedial strategies. In school -
situations the teacher! attempts to provide a clearly marked: discourse frame
especially for key 1esson segments which signalls the context of her '

talk. The teacher expects the students to learn to recognize the discourse frame
as an essential part of the classroom experience. in this way attempting”to
overcome some of the potential ambiguity of eVeryday commun? ~aticn.

N




